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Abstract 
In Christianity, man inherits original sin and is considered to live a sinful existence. Because of sin, man is separated from God. Contrary to this view, William Blake, although born in the Orthodox Christian world, did not take sin so seriously. According to Blake, it is Selfhood, not sin, that destroys humanity. In this point, he seems to differ from Christianity. Selfhood identified with Satan, or Spectre, destroys the harmonious unification of God, man and nature. That unification is the most important and upper-most mental stage for Blake and he defined it as Imagination, which could be recognized as satori or enlightenment in Buddhism. 
Key words: Imagination Jesus, Selfhood, Satan, God 
 
 
1.  INTRODUCTION 
 
 William Blake (1757-1827), an English poet, painter 
and mystic, was born into the Western Christian World, 
but he seemed to resist the prevalent Christian beliefs of 
his time, moreover to have the different view from 
Christianity. Blake’s thought seems to be similar to 
Buddhism. I would like to mention it later in this paper. 
In Christianity, there is a rigid hierarchy with God on top, 
angels and saints subordinated under Him, and man 
cannot but feel the difference between himself and 
God—an unbridgeable gap. The Bible says “man is the 
image of God”, but never says “man is God”.  
Nevertheless, Jesus Christ is an exception.  He is the 
perfect man and He is the incarnate God to redeem sinful 
people.  He was crucified and resurrected, and by 
overcoming death and sin He showed the way for people 
to return to God. In Christianity, God transcends all in 
the universe and exists outside of it and rules it.  Blake 
was brought up believing in all that, but he said the 
following: 
 
The ancient Poets animated all sensible objects with 
Gods or Geniuses calling them by the names and 
adorning them with the properties of woods, rivers, 
mountains, lakes, cities, nations, and whatever their 
enlarged & numerous senses could perceive. 
 
 
 And particularly they studied the genius of each 
city & country, placing it under its mental deity; 
 Till a system was formed, which some took 
advantage of, & enslav’d the vulgar by attempting 
to realize or abstract the mental deities from their 
objects: thus began Priesthood; 
 Choosing forms of worship from poetic tales. 
And at length they pronounc’d that the Gods had 
order’d such things. 
Thus men forgot that All deities reside in the human 
breast. 
(The Marriage of Heaven and Hell, plate 11) 
 
 Even if this quotation may be regarded as polytheism or 
pantheism, Blake admired the ancient poets’ supreme 
inspiration, which could see Gods in every existence in 
the universe. Blake pointed out that Priesthood was 
formed and deities were abstracted from objects and they 
were divided and after all "men forgot that All deities 
reside in the human breast."  Thus Blake seemed not to 
admit that God exists outside man, he thought God lives 
in man.  I would like to take up the examples describing 
immanental God, or “man is God”: 
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‘If thou humbles thyself, thou humblest me: 
‘thou also dwellest in Eternity, 
‘Thou art a Man; God is no more, 
‘Thine own Humanity learn to adore.’ 
(The Everlasting Gospel, C) 
 
He who sees the Infinite in all things, sees God. He 
who sees Ratio only, 
sees himself only. Therefore God becomes as we 
are, that we may be as he is. 
(There is No Natural Religion. Application) 
 
                        “The worship of  
  God is: Honouring his gifts in other men, each  
according to his  
“genius, and loving the greatest men best: those who 
envy or  
“caluminate great men hate God;  
for there is no other God.” 
(The Marriage of Heaven and Hell, plates 22-24) 
 
God Appears & God is Light 
To those poor Souls who dwell in Night, 
But does a Human Form Display 
To those who Dwell in realms of day. 
(Poems from Pickering Manuscript) 
 
Man is all Imagination. God is a Man & exists in us 
& we in him. 
(Annotation to Berkeley's “Sirius”) 
 
And all must love the human form, 
In heathen, Turk, or Jew; 
Where Mercy, Love & Pity dwell 
There God is dwelling too. 
(“The Divine Image”, stanza 5) 
 
In Christianity, there seems to be the discrimination 
between God and man; on the other hand in Blake we 
could feel homogeneity between God and man. 
  Rephrase, J. G. Davies regards Blake as orthodox 
although he knows Blake's bold ideas, and says: 
 
“Despite such exaggerations, to which Blake was 
always prone, his portrait of Jesus is at once both 
fresh and stimulating, while his Christology, which 
remains only in bold outlines, is in the main a 
rephrasing of orthodox doctrine in the terms of his 
own idiom.”1) 
 
Naturally, some critics regard Blake as a heretic. 
According to Mark Schorer, the eighteenth century was 
the time of reason and transcendence of God became 
unnoticeable. Immanence, or deification, became 
conspicuous instead.  He took Blake's deification as one 
example: 
 
 “In Blake, deification is a ubiquitous attitude.  ‘All 
deities reside in the human’ is a bluntly beautiful way of 
stating it; a more cryptic statement is this:  ‘The desire 
of Man being Infinite, the possession is Infinite & 
himself Infinite...  God becomes as we are, that we may 
be as he is.’  Blake's Christ is not the Word becomes 
Flesh, but the Flesh becomes the Word. His is not the 
gentle divinity of orthodoxy, but the rebel angel, 
identified in his most active moods with the figure of 
Revolution itself, which Blake called Orc, a significant 
anagram of the Latin word for heart.  His Jesus is the 
symbol not of God's grace but of man's eternal gift for 
renewal.  ‘The worship of God is: Honouring his gifts 
in other men, each according to his genius, and loving 
the greatest men best: those who envy or calumniate 
great men, hate God: for there is no other God... if Jesus 
is the greatest man, you ought to love him in the greatest 
degree.’”2) 
 
Schorer seems to insist that Blake should create his own 
unique Jesus in order to show the rebirth of man by 
neglecting orthodoxy.  Nonetheless, Blake's deification 
is not a shallow idea at all, but it seems to be a result of  
his important thought. 
 
 
2.  THE EMANCIPATION OF BODY 
 
In Christianity, the next world, heaven, is considered to 
be the most important.  It is said that people should 
devote themselves completely to God and everything 
would be given to them, and the way of entering into 
heaven would be shown.  On the other hand, Blake 
seems to place the origin of his art and religion in this 
world, not in the next world. Therefore, he pointed out 
the errors committed by many religions including 
Christianity, as follows:   
 
1. That Man has two real existing principles: Viz: a 
Body & a Soul. 
2. That Energy, call'd Evil, is alone from the Body; 
& that Reason, call'd Good, is alone from the  
Soul. 
3. That God will torment Man in Eternity for  
following his Energies. 
(The Marriage of Heaven and Hell, “The voice of the 
Devil”) 
 
 Religions pointing to Heaven think highly of soul, 
reason, and goodness and push away bodily needs, and 
evil.  Such religions are based on the dualism of good 
and evil moralities.  They deny and abandon evil to 
protect goodness; they always see only one side of things.   
Contrary to them, Blake thinks highly of this world, 
affirms body, energy, and passion, and praises them to 
the highest degree as follows: 
 
1. Man has no Body distinct from his Soul; for that 
－　 　－
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call'd Body is a portion of Soul discern'd by the  
five Senses, the chief inlets of Soul in this age. 
2. Energy is the only life, and is from the Body; and 
Reason is the bound or outward circumference  
of Energy. 
3. Energy is Eternal Delight. 
(op.cit.) 
 
Incidentally, this world which is filled with a variety of 
evils and sins may well be called hell. Blake praises body 
and passion and boldly admires arrogance, desire, lust, 
fury, excess, and destruction which in Christianity or 
moralities would be regarded as evil and denied.  
In “Proverbs of Hell” of The Marriage of Heaven and 
Hell he writes: 
 
The pride of the Peacock is the glory of God. 
The lust of the Goat is the bounty of God. 
The wrath of the Lion is the Wisdom of God. 
The nakedness of woman is the work of God. 
The roaring of lions, the howling of wolves, the 
raging of the stormy sea, and the 
destructive sword, are proportions of eternity, too 
great for the eye of man. 
You never know what is enough unless you know 
what is more than enough. 
Exuberance is Beauty. 
Enough! or Too Much. 
The cistern contains: the fountain overflows. 
Sooner murder an infant in its cradle than nurse 
unacted desires. 
 
Moreover, Blake sees Jesus as an impulsive sinner 
breaking the Ten Commandments in The Marriage of 
Heaven and Hell. 
 
“I tell you, no virtue can exist without breaking  
these ten 
“commandments Jesus was all virtue, and acted
  from impulse, not 
“from rules.” 
 
Blake's ideas continued for twenty five years and were 
again revealed in The Everlasting Gospel as follows: 
 
b. Was Jesus Gentle? or did he 
    Give any marks of Gentility? 
c. d. Was Jesus Humble? or did he 
    Give any proofs of Humility? 
e. Was Jesus Chaste? or did he 
    Give any Lessons of Chastity? 
i. Was Jesus born of a Virgin Pure 
 With narrow Soul & looks demure? 
 If he intended to take on Sin 
 The Mother should have an Harlot been, 
 Just such a one as Magdalen 
 With seven devils in her Pen; 
 
Gentility, Humility, and Chastity are the traditional 
virtues of Jesus and Mary. Blake has broken these 
traditional images completely. Instead, he described them 
as common people, who are likely to give in to lust and 
suffer from jealousy and hatred. Blake not only wanted 
to resist the established religion through proposing a 
rebel-like Jesus, what he really wants to show us is that 




3.  THE WORLD OF IMAGINATION 
 
 Next, I would like to describe how Blake's rebel-like 
Jesus is God and moreover, how he is identified with 
Imagination. 
 
The Eternal Body of Man is The Imagination,  
that is, God himself, 
The divine Body, Jesus; we are his Members. 
(The Laocoön) 
 
Man is all Imagination. God is a Man & exists in us  
& we in him. 
(Annotation to Berkeley's “Sirius”) 
 
 He who sees the Infinite in all things sees God. He who 
sees the Ratio only, sees himself only. 
Therefore God becomes as we are, that we may be as he 
is. (“There is no Natural Religion”, Application) 
 
If the doors of perception were cleansed every 
thing would appear to man as it is, infinite. 
(The Marriage of Heaven and Hell, plate 14) 
 
 The above quotations show that as long as man expands 
his senses fully and flies to the world of Imagination, he 
can be one in God. This concept is not Christian, but is 
unique to Blake. Man who is destined to live in this 
world could live in Eternity beyond time and space.  
 Furthermore Imagination is such a vast and boundless 
world. 
 
For all are Men in Eternity, Rivers, Mountains,  
Cities, Villages, 
All are Human, & when you enter into their  
Bosoms you walk 
In Heavens & Earths, as in your Bosom you bear  
your heaven 
And Earth & all you behold; tho' it appears Without,  
it is Within, 
In your Imagination, of which this World of  
Mortality is but a Shadow. 
(Jerusalem 71) 
 
Imagination, the real & eternal World of which this  
Vegetable Universe is but a faint shadow, & in  
which we shall live in our Eternal Or Imaginative  
－　 　－
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 According to Blake, everything in the universe seems to 
exist outside of us, but once we awake to Imagination, 
we can immediately know that everything exists in our 
mind. In other words, nature―rivers, mountains, and 
flowers—becomes us. The same mysterious experiences 
are described in the letter to Thomas Butts (1800) as 
follows: 
 
The Light of the morning 
Heaven's mountains Adorning 
In particles bright 
The jewels of Light 
Distinct shone & clear 
Amaz'd & in fear 
I each particle gazed, 
Astonish'd, Amazed: 
For each was a Man 
Human-form'd. Swift I ran, 
For they beckon'd to me 
Remote by the Sea. 
Saying: Each grain of Sand, 
Every Stone on the Land, 
Each rock & each hill, 
Each fountain & rill 
Each herb & each tree, 
Mountain, hill, earth & sea, 
Cloud, Meteor, & Star, 
Are Men Seen Afar. 
 
 Blake observes that every particle of the morning light  
is glittering like a jewel. He also shows that every 
particle of mountain, tree, hill, fountain, each rock, herb, 
and a grain of sand is a men. Once awakened in 
Imagination, man would be unified with everything in 
nature to the utmost. Finally, man comes to recognize 
that lifeless things, or inorganic matter, in nature have the 
same senses and feeling as human beings.  
 Concerning the city Blake also seems to consider it to 
be a human-being. London, the city in England, speaks 
to his friend Albion representing England and man: 
 
“Return, Albion, return! I give myself for thee”. 
(Jerusalem 38) 
 
 London speaks to Albion as a man and gives up his life 
for Albion's rebirth.  In Imagination everything in the 
universe talks to everything else like humans, and lives 
for others, not for himself.  It is a warm and harmonized 
world. In the Bible the relationship between God and 
man is focused on sin and redemption.  On the other 
hand, Blake seems to think of God not only in 
connection with man but also in connection with 
everything in the universe equally.  He sees God or 
Infinity even in a poor wild flower or a grain of sand. 
 
To see a World in a grain of sand, 
And Heaven in a wild flower, 
Hold Infinity in the palm of your hand, 
And Eternity in an hour. 
(Auguries of Innocence ll. 1-4) 
 
 Furthermore, Blake develops his dynamic thinking of 
Imagination or God as follows: 
 
 Then those who in Great Eternity met in the 
Council of God As one Man, for contracting their  
exalted Senses They behold Multitude, or 
Expanding they behold as one, As One Man all the 
Universal family; & that One Man They call Jesus 
the Christ, & they in him & he in them Live in 
Perfect harmony, in Eden the land of life, 
Consulting as One Man above (Mount Gilead del.)  
the Mountain of Snowdon Sublime. 
(The Four Zoas, Night the First) 
 
 It is said that many people would gather to attend “the 
Council of God” in Eternity. It would be very important 
that they met not separately but were unified as “One 
Man”. “One Man” is Jesus Christ and means “Universal 
Family”. Who does he refer to when he says, “those who 
in Great Eternity met in the Council of God” in the first 
line? Naturally, they are people. But it should be 
remembered that Blake considers everything in the 
universe as equal to human existence in Imagination.  
Therefore “those who” would mean every existence in 
the world, including man.  These many things are 
unified as the universal family or one man.  This means 
that Jesus is the only life to support them and 
communicates with them very intimately.  Really, Jesus 
exists in them.  But if Jesus were only immanental,   
He might be absorbed in everything.  In this case 
everything in the universe might be called godliness; it 
would be absurd. Blake emphasizes not only immanence, 
but also emphasizes Jesus as One Man or the Universal 
Family.  Jesus would be a strong magnetic power to 
unify and embrace everything as a family.  This power 
to unify a variety of existences in the universe would 
show that Jesus transcends everything. Living in 
Imagination means to understand both God's immanence 
and transcendence at one time. 
 Shorer pointed out that Blake was interested only in 
deification not in incarnation, that he described only the 
immanental not the transcendental.  But in Blake we 
could see a transcendental Jesus who unifies everything.  
In Orthodox Christianity, incarnation means that God 
became Man and it was realized only once in Jesus 
Christ. On the other hand, for Blake, it is not a rare thing 
that God becomes man and other things. Incarnation 
could occur anytime in Imagination, according to Blake.  
Moreover, Shorer pointed out that Blake's Jesus was 
quite similar to Blake's Orc who symbolizes a 
revolutionary power, specifically French Revolution. 
－　 　－
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Indeed, Blake's Jesus deviates from the orthodox Jesus. 
Blake describes a passionate and impulsive Jesus, but it 
does not mean that his Jesus is identified with his Orc, 
who is only a destructive power.  The reason why Blake 
describes Jesus as a passionate sinner might be that there 
must be a way to salvation without denying passions and 
desires which sometimes are connected with sins.  
 The most important thing is that passions and desires 
should be separated from egoism and become unselfish 
and unified with altruism.  Blake's Jesus as true love, 
symbolizes innocence itself, while Orc is a selfish energy 
seeking his own benefit. Therefore, Orc would remain a 
lower level energy and incompatible with Blake's Jesus 
at all. 
 By the way, it seems abrupt to refer to Wordsworth here, 
but it might help us to understand Blake's Imagination.  
Blake seemed to be interested in the poems of William 
Wordsworth (1770-1850) and wrote in the margin on 
“Poems referring to the period of childhood” as follows: 
 
 I see in Wordsworth the Natural Man rising up against 
the Spiritual Man Continually & then he is No Poet but a 
heathen Philosopher at enmity against all true Poetry or 
Inspiration. 3)   
 
 Blake referred to two types of man, that is, “the 
Spiritual Man” (“a true Poet”) and “the Natural 
Man” (“a heathen Philosopher”) and clearly 
considered Wordsworth as "the Natural Man".  I 
wonder what Blake wanted to say in the above 
passage.  Imagination, or Jesus Christ was his 
greatest inspiration through his life as a painter 
and a poet.  In other words, Blake could find 
Jesus Christ in nature and communicate with Him.  
This was a quite direct and earnest experience. 
Blake insists on the unification of man and nature 
saying “Where man is not, nature is barren” 
(“Proverbs of Hell”).  For Blake, Imagination is 
the most important factor for the true poet; on the 
other hand, Wordsworth requires five elements 
when writing poems: observation and description, 
sensibility, reflection, Imagination and fancy, and 
invention4).  Both, Blake and Wordsworth, love 
nature and seek the supernatural through nature.  
Nevertheless, Blake probably cannot sympathize 
with Wordworth's reasonable, logical, and 
detached attitude towards nature and God. In other 
words, Blake cannot find any sincere organic 
unification among man, nature and God in 
Wordsworth.  From the standpoint of Blake's 
Christianity, Wordsworth seems a heathen and a 
distant, stoic philosopher, not a poet. 
 
 
4.  FALL FROM IMAGINATION  
 
 Incidentally, what is the opposite world of Imagination? 
It has been already shown in Jerusalem 71 and 77. It was 
called “this World of Mortality”, “a Shadow”, and 
“Vegetable Universe”. In the Bible, Adam and Eve lost 
Eden by disobeying God’s order. John Milton (1608-74) 
borrowed an idea from the Bible and wrote Paradise 
Lost. And Blake followed the great poet and tried to 
write his own Paradise Lost and Paradise Regained. In 
the Bible, original sin committed by Adam was inherited 
by his descendants. Therefore, man would be considered 
sinful by nature. To rescue mankind from sin, God was 
born in this world and crucified on the cross, but was 
resurrected from the dead and finally he conquered death 
and sin. Man was rescued by Jesus' self-sacrifice and this 
holy event occurred only once in history. On the other 
hand, in Blake, man can awaken to Imagination or 
Eternity, but he is easily apt to fall into the world bound 
by time and space which is called “this World of 
Mortality”, a false and shadowy world, tedious and 
lifeless.  The passage from Imagination to the World of 
Mortality and back is prepared for all human beings. 
Blake proclaims as follows: 
 
Daughter of Beulah, Sing 
His fall into Division & his resurrection to Unity: 
His fall into the Generation of decay & death, & his 
Regeneration by the Resurrection from the dead. 
(The Four Zoas, Night the First) 
 
“Division” forms a striking contrast with “Unity” in the 
quotation. This contrast is important. “Unity” symbolizes 
Imagination, because everything is unified with God in 
Imagination. On the other hand “Division” means the 
World of Mortality, where man is separated from 
everything in nature and God. The divided world is 
called Generation, which means decay and death. 
Generation, the isolated world means the real barren 
world. And according to Blake, the way to flee from the 
dead world is realized by “the Resurrection from the 
dead”, that is, the Resurrection of Jesus.  I would like to 
refer to this later. First, I want to show what Blake thinks 
of sin.  In the Bible, man is said to be created in “the 
image of God”, but at the same time man is considered a 
sinner.  Man is destined to have two contrary aspects, 
but the dark side of the sinner is overemphasized and 
makes man suffer excessively. 
 Blake turns down man's tragic and dark destiny and 
says as follows; 
 
Human Nature is the Image of God. 
(Annotation to Lavater's Aphorisms on Man) 
 
Man is Born like a Garden ready planted and sown. 
This world is too poor to produce one seed. 
(Annotation to Reynolds) 
 
For every thing that lives is Holy. 
(“A Song of Liberty”) 
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 Blake seems to think that man is born perfect in this 
world. The Bible says that man is the image of God; but 
for Blake man does not remain an image of God. Blake 
says that man is God.  The difference between these 
ideas seems great.  Because Blake’s Jesus is a 
passionate and impulsive man, we cannot find any 
sinfulness in Blake’s man.  Blake never mentions 
original sin in his works. But this does not always mean 
that Blake ignores sin or that he is careless about it.  He 
himself confesses as follows: 
 




 He is fully aware of sin, but there are traces of his 
making light of sin: 
 
O Vala, what is Sin, that thou shudderest & weepest 
At sight of thy once lov'd Jerusalem? What is Sin  
but a little Error & fault that is soon forgiven? 
( ibid., 20) 
 
 If Blake thinks of sin as “a little error or fault that is 
soon forgiven,” man would be perfect. Blake seems to 
think another element destroys perfect humanity besides 
sin. What could it be? Blake says as follows: 
 
 Man is born a Spectre or Satan & is altogether an  
Evil, & requires a New Selfhood continually, &  
must continually be changed into his direct 
Contrary.  
But your Greek Philosophy (which is a remnant of  




 According to Blake, man is born perfect but he is also 
born as Satan. Satan is called Spectre, meaning Selfhood. 
It is this Selfhood, or self-centredness that destroys the 
unity with God, man and universe. Owing to the power 
of Selfhood, man is expelled from Eternity or 
Imagination. This is Blake's “Paradise Lost”.  Man 
cannot expand his senses any more because of self-
centredness. For Blake, Selfhood or Satan is man's 
reasoning power, or rational power.  Therefore, he is 
likely to depend on rule, common sense, and morality— 
they are logical and stable, while Imagination seems 
eccentric and unstable. After all, Imagination would be 
destroyed completely in the rational world. Blake 
describes the character of reason as follows: 
 
But the Spectre, like a hoar frost & a Mildew, rose  
over Albion, 
Saying, “I am God, O Sons of Men! I am Rational  
power! 
“Am I not Bacon & Newton & Lock who teach  
Humility to Man, 




The Spectre is the reasoning power in man, & when  
separated 
From Imagination and closing itself as in steel is a  
Ratio 
Of the things of Memory. It thence frames Laws &  
Moralities 
To destroy Imagination, the Divine Body, by  
Martyrdom & Wars. 
(ibid., 74) 
 
Man is the descendant of Adam who ate from the tree of 
knowledge, and is supposed to be reasonable by nature 
and is likely to be self-centred. Moreover, the eighteenth 
century is called the Age of Reason or Rationalism.  
Therefore, man cannot but fall into selfishness.  Blake 
who can awake to Imagination, claims Bacon, Newton, 
Lock, Voltaire and Rousseau are the main culprits who 
drove man into selfishness.  Humility, Gentility, and 
Chastity are only masks for the hypocrites who regard 
law and morality as the supreme God.  This is quite 
similar to the Pharisees in Jesus' day.  They regarded the 
Ten Commandments as supreme and were very self-
righteous about it.  They often labeled those who could 
not obey the law and punished them. As Jesus in the 
Bible often accused the Pharisees of hypocricy, Blake 
accuses and attacks the rationalistic philosophers and 
scientists of the eighteenth century. They did not profess 
denial of selfhood, which Blake thinks most important. 
The Church was also influenced by rationalism. As a 
result, priests forget to love people, instead devoting 
themselves to accusing and punishing them.  Blake tells 
us about their outrageous behaviour as follows: 
 
I went to the Garden of Love, 
And Saw what I never had seen: 
A Chapel was built in the midst, 
Where I used to play on the green. 
 
And the gates of this Chapel were shut. 
And "Thou shalt not" writ over the door; 
So I turn'd to the Garden of Love 
That so many sweet flowers bore: 
 
And I saw it was filled with graves, 
And tomb-stones where flowers should be: 
And Priests in black gowns were walking their  
rounds, 
And binding with briars my joys & desires. 
(“The Garden of Love”) 
 
Blake says, “As the catterpiller chooses the fairest leaves 
to lay her eggs on, so the priest lays his curse on the 
fairest joys” (“Proverbs of Hell”).  For Blake, priests 
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seemed to cast a curse on man and destroy his soul 
instead of loving and forgiving him.  After all, they 
planted fear, constriction and selfishness in man's soul, 
just as the philosophers and scientists did. 
 
Thy purpose & the purpose of thy priests & of thy  
Churches 
Is to impress on men the fear of death, to teach 




 In order to flee from the hell of self-centredness, we 
cannot but depend on Jesus' death and resurrection.  I 
would like to develop this point further on. 
 
 
5.  Return to Imagination 
 
 I have already commented on “The Death of Jesus” in 
“The Significance of ‘To Tirzah’” (2008).5)  It is 
referred to in the third and fourth stanzas of the poem:  
 
Thou, Mother of my Mortal part, 
With cruelty didst mould my Heart, 
And with false self-decieving tears 
Didst bind my Nostrils, Eyes, & Ears: 
 
Didst close my Tongue in senseless clay, 
And me to Mortal Life betray. 
The Death of Jesus set me free: 
Then what have I to do with thee? 
 
 As seen from the above stanzas, the narrator had fallen 
into the limited world controlled by Tirzah, who is 
Selfhood.  However, the narrator could rescue himself 
from the Tirzah-orientated world owing to the sacrificial 
death of Jesus.  In Christianity, the death of Jesus means 
the Atonement or the Redemption.  Jesus died in order 
to redeem people.  His resurrection is a defeat of sin 
and erases the original sin.  On the other hand, Blake 
does not agree with Orthodox Christianity. To him, the 
Death of Jesus means the “matchless self-sacrifice”.  In 
the poem the narrator imitated this self-sacrifice and 
returned to Imagination where he would come to know 
the importance of forgiveness of sins, instead of judging 
others.  The Bible tells us that when the woman accused 
of adultery was ordered by the law of Moses to be stoned 
to death Jesus saved her.  This is a scene of forgiveness, 
which impressed many artists including Blake.  But 
Blake did not stop here; he went on to say “the Spirit of 
Jesus is continual forgiveness of Sin” (Jerusalem 3).  
And as I pointed out in “On Blake's A Vision of the Last 
Judgment” (2009)6), Blake tried to portray this Jesus who 
forgives sins continually in A Vision of the Last Judgment 
(l8l0).  In The Revelation, Jesus comes the second time 
to this world as a judge to punish sinners, who did not 
follow his teachings and throw them into hell, while he 
rescues the so-called good people and allows them to 
enter into heaven.  Blake clearly was suspicious of the 
Bible and said as follows: 
 
Christ comes, as he came at first, to deliver those  
who were bound under Knave, 
not to deliver the Knave. He Comes to deliver Man,  
the Accused, & not Satan, the Accuser. 
(A Vision of the Last Judgment) 
 
 Blake who lived in the world of Christianity was 
conscious of sin, but more than that he could not but be 
fearful of the destructive power of Selfhood.  It would 
be no exaggeration to say that he spent his life fighting 
with his enemy—Selfhood.  Thus, his way of living 
seems to be closer to the Buddhistic way of living, not 
the Christian life. 
 The author is not an expert on Buddhism and wishes it 
to be known that to discuss Buddhism with words 
sometimes causes confusion. Neverthless, for the 
purpose of this paper's conclusion I dare to say the 
following. 
 The principal image of Esoteric Buddhism is the 
Dharmakãya Buddha, that is Mahãvairocana, which 
means the significance of the universe itself.  In 
Exoteric Buddhism the Dharmakãya Buddha does not 
preach.  On the other hand, in Esoteric Buddhism, the 
Dharmakãya preaches. The preachings are too 
mysterious for people to listen to and understand with 
their ears and brains.  To do that people are required to 
undergo various kinds of training and ceremonies.  The 
understanding of Dharmakãya means the awareness of 
Dharma working through the vulgar and temporal body. 
This might be called “enlightenment”.  The awareness 
of Dharma is recognized by all Buddhists whether they 
belong to Exoteric or Esoteric Buddhism.  Therefore, 
the question of the principal images, the devotion to 
special sutras, or an atheistic attitude to Buddhism are 
not essential differences among the Buddhist sects. 
 Incidentally, this religious recognition and deep mystic 
experiences are not limited to Buddhism only. They often 
appear beyond the incompatibility of nations, cultures, 
and religions, and sometimes some special person 
without any religious training can experience them. That 
is, they are a universal phenomenon7).  Probably 
William Blake could be one of those special people; the 
Dharma could have worked through him and made him 
have mystic visions throughout life.  In Blake's works 
we sometimes come across expressions reminding us of 
the passages of Avataɱsaka Sutra8).  As Kūkai said, 
similar words might not always mean the same content 
and experience9).  But even if they are not “the same 
experience”, it would be right to say that they are “a 
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6.  CONCLUSION 
 
 Blake's highest world is the world of Imagination where 
God, man and nature are unified in a perfect harmony. 
We should remember that Imagination is really an 
immense world beyond our limited egoistic world, 
although it is connected to it. Blake's mystic experience 
that man could live with God in this world seems to be 
common with the teaching of Buddhism.  According to 
the teaching of Buddhism, we start from the denial of all 
desires and come to the recognition of the awareness of 
“Selflessness” and at the highest dimension we could 
finally affirm everything in the world.  All desires and 
passions would be affirmed there.  In Blake's works we 
can see the enigmas and contradictions, such as “the 
marriage of Heaven and Hell”, “the cross falling down to 
Hell with a snake”, etc.  Blake's artistic universe also 
looks confusing, because various kinds of contradictions, 
such as sorrow and joy, worries and hopes, division and 
unity, disturbance and quietness exist and make up the 
complicated and incomprehensible images. People 
sometimes feel offended by these images and fail to 
catch his message.  They might be perplexed by Blake's 
anti-Christian concepts, but they are not anti-Christian 
and often express Blake's religious convictions. This is 
Blake’s Imagination and the teachings of Christ and they 
are connected with the core of all religions. Naturally, a 
man's expression is determined by his culture. Blake's 
mystic experience, which was determined by the 
eighteenth century Christian world, might not be called 
"perfect" or "absolute", but was connected with the 
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Concepts and Perceptions of Communication, Culture, and 
Intercultural in the Teaching of ICC in Three Countries   
Margit KRAUSE-ONO*, Sonoyo ISHIKAWA **   




A comparative study was conducted, in which professors in charge of ICC classes at universities in Japan, 
Germany, and the U.S. were interviewed and questionnaires were distributed to their students at the end of the 
course asking them about their understanding of the basic concepts of intercultural, culture, and 
communication. By analyzing the collected data, the current status quo regarding ICC education in the three 
countries were scrutinized and problems concerning ICC education in Japan became apparent. Having 
assessed our findings, we propose the following: a) the necessity for comparative investigation of manifold 
perspectives regarding ICC education, as well as the incentive for an active debate about such perspectives, b) 
to establish teaching methods concerning communication that take the perspectives of students into account, 
c) the application of critical theory in teaching, d) the necessity to develop an active attitude in students 
regarding culture.  
 
Key words: Concepts, Intercultural, Communication, Culture, Japan 
 
 
1  INTRODUCTION 
 
For about 40 years now intercultural communication 
(hereafter: ICC) has been taught at universities in many 
countries. Starting out in the U.S. and Canada, the 
fields of psychology, sociology and pedagogy were the 
first to develop courses for this subject 
(Asante/Gudykunst 1989). The late Edward T. Hall 
coined the term ‘intercultural communication’ in his 
book The Silent Language (1959). 
Contrary to North-America, in Europe and 
especially in Germany the focuses were put on a) 
intercultural business communication (management, 
HR, advertising, marketing) and on b) intercultural 
pedagogy (Luesebrink, 2005). Maletzke (1996) shows 
that the term interkulturelle Kommunikation was 
officially documented in a title for a symposium at the 
latest in 1966. Since the year 2000, the number of 
ICC-courses increased in Germany substantially, 
especially at universities of applied sciences (Bolten, 
2007). 
In Japan, many initiatives to introduce intercultural 
communication started at the International Christian  
University in Tokyo in the 1970s (Condon & Saito,  
 
*   The College of Liberal Arts, Muroran Institute of 
Technology 
**  Sapporo Gakuin University 
1974). The initial fields were descriptive linguistics 
and sociolinguistics. When Hall’s book was translated 
into Japanese by Masao Kunihiro in 1966, the term 
ibunka communication (ibunka meaning ‘different 
cultures’ in Japanese) came into existence. It is used as 
an equivalent to intercultural communication, and only 
later, the Chinese character kan in ibunkakan was 
added by some, which means ‘between different 
cultures’. 
Nowadays, intercultural communication can be 
found at many universities: a survey from the year 
2002, revealed more than 250 universities (Abe et al., 
2002) and there are probably many more today. 
However, in recent years some authors have pointed 
out several problems, such as the lack of training for 
ICC lecturers (Sueda, 1999) and ICC’s rare full 
integration into a faculty or department. 
Still, many courses on intercultural understanding – 
as they are also sometimes called - are treated as an 
extension of foreign language courses and taught as 
such (Takai, 2003). In addition, there has been a 
growing debate in Japan about the basic definitions 
underlying the teaching of intercultural communication 
(Hatakeyama, 2001). One of the concerns is that some 
definitions might enforce students’ stereotypes and bias 
towards people of different cultures (Hatakeyama 2001, 
Guest, 2006), as many lecturers seem to equate 
different cultures with foreign countries (Abe et al., 
－　9　－
Margit KRAUSE-ONO, Sonoyo ISHIKAWA 
－ 10 － 
 
2002). At the SIETAR Japan conference in 2009, Asai, 
Sueda and Koike, all long-term ICC scholars in Japan, 
voiced a similar concern in the panel discussion and 
proposed to redefine the term culture in order to avoid 
further trouble. 
To ascertain these claims and see where potential 
problems may be, the understanding of the basic 
concepts of culture, communication, and intercultural 
in Japan, in Germany, and in the U.S. were investigated 
by using a sample of instructors and their students. 
These countries were chosen because a) the historical 
and social backgrounds of Japan and Germany are 
similar in many ways; and b) the teaching of ICC 
started in the U.S. (Rogers, Hart & Miike, 2002) and 
spread to Germany and Japan. Therefore, by comparing 
the basic concepts of ICC education in these three 
countries at present, it will become clear which 
concepts are lacking or are different within Japan's ICC 
education. 
In our last paper (Krause-Ono & Ishikawa, 2010), 
we focused on professors’ conceptions of 
communication, culture and intercultural. In this paper 
we will concentrate on students’ perceptions of the 
three terms and compare them with the professors’ 
concepts. We will also refer to the professors’ goals 
regarding this course, which are expressed in their 
written answers to the question: “What do you want 
students to retain from this course?”  
 
2  LITERATURE REVIEW 
 
Literature on ICC and related themes, such as on 
communication, culture, intercultural etc., are prevalent 
in all three countries discussed here. However, this 
neither gives us an account of the way teachers actually 
use those terms in their teaching of ICC nor how the 
students perceive them. Furthermore, the differences 
and similarities between the countries are not clear, and 
it is uncertain what the outcome may suggest for Japan. 
Nevertheless, we will present some of the theories 
which can commonly be found in publications in the 
three countries. 
 
2.1  Definition of Culture 
In the U.S., E.T. Hall (1959), who coined the term 
intercultural communication, divides cultures into 
high-context and low-context. Geertz (1973) proposes 
a different approach by seeing culture as a system of 
symbols interacting. Many authors offer to define 
culture as shared values, beliefs, attitudes, behaviors, 
which are generated and transmitted (Brislin, 1981, 
Triandis, 1995). Other authors see culture simply as the 
rules for living and functioning in society (Yamada, 
1997, Gudykunst, 2004). European authors, such as 
Hofstede (1984) with his Cultural Dimensions, which 
divide cultures according to four categories, or 
Trompenaars & Hampden-Turner (1997) are also 
widely known. 
In Germany, the sociologist Beck (1999) advocates a 
wide concept of culture, which does not stop at 
national borders, by proclaiming that cultures are not 
closed boxes. Other well known authors are Schütz & 
Luckmann (1979), who see culture as the unquestioned 
given. Thomas (2003-2005), a psychologist, developed 
Kulturstandards, (translated as “cultural personality 
structures” in Brück, 2002, p.17) for trainings in order 
to explain different national cultures more concisely. 
Hofstede’s (1980) more rigid cultural dimensions and 
his definition of culture as software of the mind are 
also widely known. Assmann, a historian and 
sociologist, (2002) defines culture as collective 
memory. In this memory, values, beliefs and norms are 
stored and at the same time their meaning is constantly 
made and remade. Dülfer (1999) developed a model of 
the different layers or components of culture, such as 
natural environment, perception of reality, level of 
technology, construction of meaning (e.g.religion), 
social relations, juridical system, and the acting 
individual. All components are constantly interacting 
making a culture. 
In Japan, in many publications (Ishii, Kume, 
Tohyama, Hirai, Matsumoto & Midooka,, 1997; 
Yashiro, Machi, Koike, & Isogai,, 1998; Ishii, Kume & 
Toyama, 2001; Ikeda & Kramer, 2008), the notion of 
culture is introduced as daily life style, as mental 
activities, such as having a set of values and thinking, 
as communication behaviors and/or shared knowledge, 
which are learned through socialization processes, 
shared, transmitted and accumulated. Most of these 
texts view each social group as having its own culture, 
and individuals belong to different social groups. 
Sueda and Fukuda (2003) present various definitions of 
culture, from Edward Tylor to Clyde Kluckhohn and 
Gary Ferraro. In addition, they show and explain 
various perspectives of culture by using various 
theories, such as the mechanistic, the psychological, 
the interactionist, and the systems theory. On the other 
hand, Ikeda et al. (2007) refrain from presenting 
definitions of culture, communication and intercultural. 
Instead, they identify the problems thereof and 
question the common notion of the terms to cultivate 
learners’ critical thinking ability. 
 
2.2  Definitions of Communication 
As for American definitions and concepts, again Hall 
(1959) has to be cited, he equated culture with 
communication. In fact, many theories integrate culture 
and communication. Applegate and Sypher (1988) see 
communication in the light of constructivist theory, 
which construes reality by means of communication. 
Geertz (1973), again, proposed the symbolic 
interaction theory. He sees people communicating by 
the means of symbolic forms. Griffin (2005), cited in 
Samovar et al. (2006/2009, p.8), proposes the 
following definition: “Communication is the 
management of messages with the objective of creating 
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meaning.” 
In Germany, several authors give definitions of or 
deal with communication as in intercultural 
communication. Psychologists like Watzlawick, Beavin 
& Jackson (1969/2003) emphasize the impossibility of 
not communicating (p.50) and stress the acting and 
interacting of individuals. Bolten (2007) goes further 
and emphasizes the creation of culture by 
interaction/communication. Luhmann (1992) views 
communication under aspects of systems theory, where 
communication engenders communication and so forth. 
Schulz von Thun (1998/2007), on the other hand, 
proposes the four-sides-model of communication, 
which gives a more tangible and practically useful 
explanation of the different facets within interactional 
communication. Linguists, such as Müller-Jacquier 
(2007) see communication mainly under the heading of 
intercultural discourse analysis. 
In Japan, Ishii et al. (1997) define communication as 
a process in which humans interact with and/or 
influence one another by giving and receiving 
messages in a certain context, noting that the 
definitions of communication are complicated and 
diverse. In their book, a model similar to the 
interaction model is introduced to explain 
communication. Yashiro et al. (1998) present a model 
by Shannon and Weaver – the interaction and 
transaction model. Ikeda & Kramer (2008) present 
several definitions of communication focusing on 
meaning and interpretation. They introduce the models 
mentioned above as well as CMM theory. Sueda & 
Fukuda (2003) present views from the mechanistic, the 
psychological, the interactionist, and the systems 
theory perspective. Ikeda et al. (2007) again attempt to 
question the transactional model that excludes the 
communicators’ roles in the creation and the 
transformation of meanings.  
 
2.3  Definitions of Intercultural 
In the U.S., definitions of the term intercultural can 
hardly be found, except in the term intercultural 
communication. M. Bennett (1998, p.2) defines the 
term as “communication between people of different 
cultures with different values”. R. Gibson (2002, p.9) 
defines the term as “the exchange of meaning…. 
between sender and receiver from different cultures”. 
Samovar, Porter & McDaniel (2007, p.10) define 
intercultural communication as “…interaction between 
people whose cultural perceptions and symbols 
systems are distinct enough to alter the communication 
event”. In all cases, the essence is that intercultural is 
seen as “between”, an exchange or interaction of 
cultures. 
In Germany, the original Latin meaning of the word 
intercultural (between cultures) is usually stressed as 
well as the implied action between two cultures, 
whatever this action consists of. Beside the adjective 
intercultural, the noun interculturality has also become 
more frequently used. Bolten (2007) sees the term 
intercultural as describing something new and 
in-between, which is neither of the two or more 
cultures interacting. Lüsebrink (2005) interprets 
intercultural as all phenomena, which are results of the 
contact between different cultures. Thomas 
(2003/2005) too, sees intercultural as the crossing of at 
least two cultures (in communication). 
In Japan, compared to the amount of information 
regarding culture and communication in text books, 
explanations of intercultural are narrow. Ishii et al 
(1997) state that intercultural communication is a 
process in which humans who have different cultural 
backgrounds interact with and/or influence one another 
by giving and receiving messages. Yashiro et al. (1998) 
point out that intercultural communication 
overemphasizes differences and ignores similarities 
and that the differences are relative rather than absolute. 
On the other hand, Ikeda et al. (2007) stress that a 
notion of intercultural communication as a catch-ball 
of messages overly emphasizes many of the practical 
and effective aspects of communication and that it 
ignores and discourages individuals’ proactive 
involvement in the creation of culture. 
 
2.4  Prior Research 
Despite our search for comparative research projects 
or studies, which deal with the conceptualization of 
basic concepts in ICC teaching, our success in finding 
some was limited. In Japan, we found Abe et al.’s 
study/survey (2002) about teaching methods and 
materials used in ICC. Most other studies deal with 
culturally differing values, unfortunately rarely with 
concepts as such.  
Although there is a large quantity of articles which 
include the definitions of the term culture, 
communication and intercultural, there has been no 
study found investigating concepts held by university 
professors nor by university students within a country. 
In Japan, some articles, which state the importance of 
investigating the terms used in the field of ICC, have 
been published; without any further research into this 
theme though. However, in the panel discussion at the 
SIETAR Japan conference 2009 well-known scholars 
in the field, such as Asai, Sueda and Koike claimed 
exactly such studies, thus emphasizing the necessity to 




3  METHODS 
 
For this comparative study the qualitative analysis 
was chosen to: a) explore and present complex and 
deep concepts of the terms held by professors in the 
three countries, and b) find out about the perceptions of 
the same terms by the students. 1 
Twelve educational institutions from each of the 
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three countries were selected at random and professors 
teaching ICC at those institutions were interviewed, 
regarding their definitions of the terms communication, 
culture, and intercultural, which make up ICC. We 
already wrote in detail about the concepts held by the 
professors in Krause-Ono & Ishikawa (2010). Beside 
the interview, the professors were also given 
questionnaires asking for more detailed background 
information.  
In most cases, the professors consented to give 
questionnaires to their students at the end of their 
respective courses. The latter were given a one-page 
questionnaire, which a) fulfills the simplicity criteria 
for a good questionnaire, and b) …“secured without 
the bias of an interviewer more truthful responses” 
(Burns, 2000, p.581). Because it was impossible to 
interview hundreds of the students who take ICC 
courses, we decided to have the students answer a 
questionnaire with open ended questions, asking for 
their perceptions of the terms communication, culture, 
and intercultural. In total, 470 students in 10 courses in 
Japan, 211 students in Germany (12 courses) and 229 
students in the U.S. (9 courses) answered the 
questionnaire. 
The interviews and the questionnaires of both 
professors and the students were transcribed in their 
entirety. 
 
3.1  Analysis 
The conceptualizations and interpretations of the 
terms communication, culture, and intercultural in the 
interviews of the 36 professors (12 from each country) 
were already sorted and analyzed (Krause-Ono & 
Ishikawa, 2010) by using the KJ-method of Jiro 
Kawakita (1986). The same was now done with the 
answers of all the students about the terms 
communication, culture, and intercultural. Kawakita 
(1986) claims that identifying categories before the 
sorting of information leads to the exclusion of 
important data, whereas the KJ method lets all the data 
“speak” for itself through letting the data sorting 
‘itself’ into related groups first. Kawakita’s holistic and 
data-based inductive approach, which allows for the 
researcher’s understanding of large quantities of data, 
is suited to our research which investigates professors’ 
and students’ nuanced and partly complex conceptions 
of abstract terms. 
In using the KJ method, all students’ explanations of 
each term were written on separate strips of paper, cut 
up and put on a big table or on the floor. Expressions 
which were similar in content were gradually grouped 
and eventually similarities and differences between the 
groups emerged. This was done for all the three terms 
communication, culture, and intercultural for all the 
students from all three countries.  
 
4  PROFESSORS’ CONCEPTS AND GOALS 
 
The majority of German professors have been 
teaching ICC for less than ten years, whereas 80% of 
the Japanese and the American professors have 
between ten and twenty years or more (American) of 
teaching experience. In the U.S., at least half of the 
professors have a background in communication or 
communication studies; however the others did not 
provide any information about their academic 
background. In Germany, the professors’ backgrounds 
are too various to be classified, ranging from sinology, 
sociology, anthropology, Romance languages, 
linguistics, to communication and/or cultural studies. 
In Japan the professors’ fields of expertise are mainly 
communication and linguistics/language education. 
In our samples, 8 out of 10 classes in the U.S. were 
in the categories 16-25 or 26-35 students per class. In 
Germany the balance is 7 out of 12. However, in Japan 
only 2 out of 11 classes fit into the afore mentioned 
categories. On the contrary, 7 out of 11 classes are 
filled with more than 70 students, 4 of which surpass 
even the number of 100. 
Teaching methods seem to be similar at first sight. In 
all samples lecture is nearly the most prevalent method. 
However, when looking closely differences can be 
detected. For the American professors, discussion is the 
most used teaching tool (10 out of 10), followed by 
lecture (9 out of 10). For the German professors, 
discussion is mentioned by 9 out of 12, whereas only 7 
out of 11 Japanese mention this tool. Half of the 
German professors utilize role-plays, and 4 out of 11 
U.S. professors do so too. However, only 3 out of 11 
Japanese professors use that tool. The biggest 
difference appears in the category “other methods”. In 
all three countries, case-studies and the usage of videos 
are mentioned by the professors. Group-activities, 
however, are only mentioned in the U.S. and in 
Germany. Class sizes, different teaching and learning 
styles should be also kept in mind, when looking at the 
results of students’ answers. 
 
4.1  Goals 
Between September 2007 and June 2008, 12 
professors from each country (altogether 36) were 
interviewed about the three terms communication, 
culture, and intercultural and were given a 
questionnaire to find out about the teaching framework 
as well as about their goals of teaching, e.g. what they 
want students to learn in the course.   
Many American professors emphasize the 
understanding of the complex cultural factors and a 
deeper self-awareness, in the sense of how one’s 
behavior and thoughts are influenced by various 
cultural factors. Several also opt to acquire a critical 
perspective and to develop a deeper understanding of 
social conflicts. 
For many German professors the goals of the ICC 
course are as follows: to transmit or convey knowledge 
of methods and techniques as well as theories in 
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intercultural communication which are linked to 
practice. Another important point is to develop 
sensitivity for perceiving cultural differences as well as 
to deepen the ability to analyze the same. Also, many 
professors mention the development of intercultural 
skills necessary for international business in a 
globalized world. 
In Japan, most professors opt for awareness of the 
diversity within Japan and the cultural diversity within 
one’s daily life and reach. At the same time, many of 
them stress the importance of understanding and 
respecting this diversity. Also, many wish for the 
students to see the relation between what is usually 
called common sense and culture and to come into 
contact with and experience other cultures (ibunka). 
Many American and German professors mention a 
need to acquire knowledge of theories in intercultural 
studies; however, none of the Japanese professors 
mention such. 
 
4.2  Concepts  
In Krause-Ono & Ishikawa (2010), we wrote in 
detail about the concepts held by the professors in the 
three countries. In this paper, we will only give a short 
summary of their concepts of communication, culture, 
and intercultural gained in the interviews, such as to be 
able to compare them with the students’ perceptions of 
those terms. 
Concerning the term communication, many 
professors in all three countries viewed communication 
either from transaction theory or symbolic interaction 
theory or from both of them. A few other professors 
introduced the model by Shannon and Weaver. Other 
professors saw communication from the perspectives 
of CMM theory, media theory, ethnography or 
attribution theory or others. German professors 
especially stressed the common creation of meaning, 
and the impossibility of not communicating. Most 
Japanese professors further explained communication 
as between individuals and its process, describing an 
act of creating a meaning, the making of a relationship 
through interaction and the influence of context on how 
humans communicate.  
In all three countries, however, communication is 
grasped from the points of view of already existing 
theories. While teaching these to their students, a small 
group of Japanese professors said, that, before teaching 
students about communication theory, it will be 
necessary to let the students reflect about the meaning 
and the function of living beings to communicate, and 
about the development of the ability to communicate. 
Concerning the term culture, in all three countries 
most of the professors saw culture as something 
learned, shared, and transmitted with a set of beliefs 
and values, a view which is very similar to what is 
written in many books about ICC. Many German 
professors further explained that culture is an 
orientation system, a network of reciprocities, and, by 
mentioning Hall’s theory, that it is construed by 
communication. Hofstede’s theory was introduced by 
some as something rather doubtful. In Japan, the view 
of culture as family, area, generation, gender, 
organization etc., as well as something that is shared 
within and between groups was the most prevalent. A 
small number of professors also stated that all 
information is culture, culture with a capital “C” and 
culture with a small “c”, as well as visible and invisible 
culture. Quite a number of professors point out that 
their students see culture strongly as national culture. 
They also felt that it would be difficult to challenge or 
destroy the fixed image that they held. In the U.S., 
some of the professors saw culture as a system of 
power and concentrated on the issues of privileged and 
unprivileged within a culture and on the results of the 
relation between the two. 
When comparing the three countries, the German 
professors most often stated that culture is not static 
but changing over time. This view was very rare 
among the Japanese professors. Also, that culture is 
created via communication was often mentioned by 
American and German professors, a view which was 
also scarce among Japanese professors. In all three 
countries, however, the perspective on culture from a 
critical theory viewpoint was extremely rare; in the U.S. 
and in Japan only one professor from each country 
mentioned it. 
The last term intercultural was seen by most of the 
German professors as encounter, a crossing-point, an 
experience of more than two cultures, something new, 
third or hybrid-like. Also, many professors saw cultural 
exchange as a process of change. In Japan, more than 
half of the professors saw ibunka as something that 
happens between different groups or generations, 
gender, work, region etc. As everybody belongs to 
many cultural groups, ibunka is static. A few professors 
mentioned that ibunka communication equals 
interpersonal communication or that ibunka is 
generated when one finds a difference between oneself 
and another. Thus, ibunka is not static, it is volatile. 
Also, nearly all Japanese professors voiced their 
opinions about the often seen term ibunka in Japanese 
society. Most of them expressed their being 
uncomfortable when using the translation ibunka for 
the term intercultural. There were also a few who did 
not use the Japanese name ibunka(kan) for their ICC 
course. On the other hand, there were others who 
stressed that the term ibunka has already penetrated 
society and is normal and that the ‘i’ of ibunka is 
positive and beneficial. In order to express the meaning 
of ‘inter’ and mutual respect, three professors prefer to 
add kan after ibunka. Two-thirds of the U.S. professors 
saw intercultural as between different cultures and/or 
identities. A minority saw differences as a continuum 
of similarities and differences, or they commented that 
intercultural emerges when differences are highlighted. 
A majority of the professors focused on discrimination, 
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on privileged and unprivileged, and on social justice 
issues. When comparing the three countries, only very 
few professors saw the term intercultural from the 
perspective of critical theory.  Only two professors, 
one from Japan and one from the U.S., stressed the 
necessity of looking into the intention of drawing a line 
between cultures.  
 
5  OF STUDENTS’ DEFINITIONS 
 
The students in all three countries were given 
questionnaires between January 2008 and March 2009, 
always at the end of their ICC courses. 470 students in 
Japan, 229 in the U.S. and 211 in Germany answered 
them. Beside some questions concerning their study 
environment, we mainly asked them about their 
perceptions of the three terms communication, culture, 
and intercultural. 
As already mentioned, all answers were analyzed 
using the KJ-Method. No conceptions, variables or 
patterns were decided beforehand. Everything was 
gradually put into groups, always looking for the inner 
meaning of the content of the answers. 
 
5.1 Results of the students’ answers concerning 
communication 
5.1.1 Japanese students 
The courses were mostly part of the general studies 
programs and/or elective and all were held in Japanese. 
Although the same number of classes as in Germany 
answered the questionnaire, the number of students 
was more than double. 
141 or 30.5% of the Japanese students focused in 
detail on communication as building and maintaining 
human relationships, using words such as “nakayoku”, 
“tsukiau” and others. They described human relations 
in detail and used very everyday expressions. Also, 82 
or 17.5% of the students perceived communication as 
“to understand the feelings of the other” or “mutual 
understanding”. Those students also tried to express 
human relations or relationships. There were 11 
students or 2.3% who saw communication as 
“interesting and enjoyable”. Contrary to that, 8 
students or 1.7% pointed out that communication can 
be “tedious, tiring, or difficult”. Another 94 or close to 
20% of the students saw communication as 
sending/transmitting/ information or as an exchange of 
information. 71 students or 15.2% focused on 
communication as ‘necessary, most important, can’t do 
without it in life’. 
 
5.1.2 American students 
In the U.S., nearly all of the courses were part of the 
general studies program. Many courses were offered by 
the departments of communication. 67 students or 29% 
answered that communication is about exchange, 
interaction and that it is shared. Another 66 or close to 
29% of the students saw it rather as transferring/ 
transmitting/ conveying/ and partly receiving 
information via (non)-verbal cues, describing only the 
basic elements of message structure. 34 students or 
14.7% saw communication solely as language and its 
usage. 31 students or 13.5% stressed that 
communication is about how people express 
themselves (non)-verbally. Their focus was on the 
individual, rather than on reciprocity. In contrast, only 
6 students or 2.6% described communication as link, 
bond, as a connection between humans  
 
5.1.3 German students 
It should be noted that ICC-courses are taught in 
various departments, such as in economics, 
anthropology, psychology, sociology, linguistics and 
others. Some courses are open to students from all 
other departments and students of science and/or 
engineering attend them as part of their general studies. 
Also, three courses were held in English. 
In Germany, 69 students or 33% stressed that 
communication equals interaction between people via 
various means. These students focused more on 
humans in action. Another 63 students or 30.4% 
stressed that communication is exchange of info/ ideas 
via various (non)-verbal means. 28 students or 13.5% 
saw communication as transferring/ transmitting/ 
conveying/ receiving messages/ideas via (non)-verbal 
cues.  
There were no students who saw communication as 
language and its usage. Instead, there were 16 students 
or 7.7% who emphasized that it is impossible not to 
communicate by quoting Watzlawick, or stressed that 
everything is communication. However, only 6 
students or 2.9% could be found, who saw 
communication as ‘the way we express ourselves’. 
These students’ focus was on the individual, not on 
reciprocity.  
By comparing the results concerning the term 
communication from the three countries the following 
becomes apparent: the Japanese students’ very strong 
tendency to view communication extremely close to or 
nearly identical with human relations or relationships. 
The U.S. students put the emphasis on the action of 
communication with a tendency to see it as human acts 
or behavior. Many of the German students saw 
communication as exchange and interaction. 
 
5.2 Results of the students’ answers concerning 
culture 
5.2.1 Japanese students 
131 students or about 28% focused on context, 
surrounding and society, on an area, a country, or 
bluntly on Japan. These students clearly concentrated 
on place. 64 students or 13.6% focused on group and 
on the values, beliefs, customs a group has. Their 
emphasis was clearly on group. In contrast, 85 students 
or 18% of all the students stressed custom, practice, 
tradition, values, and history. Their focus was on basic 
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cultural elements. 79 students or 16.8% saw culture as 
something personal. They stressed the individual, and 
that culture influences the individual and is part of 
his/her personality. Many also mentioned that culture is 
about identity. It should be added that this relatively 
high percentage is only due to the definitions given by 
students of only two of the professors. The students of 
the other 9 professors, hardly never ever mentioned 
this aspect. It should be added though, that among the 
numbers mentioned so far, 12% of the students 
described culture as society or environment. However, 
only a mere 6% stressed that culture is handed down as 
well as shared. Another 5% wrote definitions such as: 
culture is important, it has to be defended, it is a kind 
of understanding, and it makes life colorful. 
Not one student viewed culture as a system or tried 
to describe culture as an all entangled complexity. 
 
5.2.2 American students 
80 students or 35.7% stressed that culture influences 
the individual and it is at the same time part of his/her 
personality. 62 or 27.6% of the students focused on 
values, believes, customs which are handed down or 
concentrate on culture as a complicated collection of 
beliefs, values etc. A different focus was displayed by 
41 students or 18.3% who emphasized culture as group, 
who shares values, norms and beliefs. Another 16 
students or 7.1% explained culture as context, society, 
area, surrounding, in sum their emphasis was on 
culture as place, which is quite in contrast to the 
Japanese. 7 students or 3.1% saw culture as differences 
and/or way of others.  
 
5.2.3  German students 
62 students or 30.8% saw culture as something more 
personal. They stressed the individual, and that culture 
influences the individual and is part of his/her 
personality. 37 students or 18.4% focused on culture 
strongly as a group with shared beliefs, norms, and 
values. Another 49 students or 24.3% focused more on 
the totality of culture, on the systemic network it 
represents. Included in this group are 5.5% who saw 
culture as interaction, collective memory, phenomenon, 
etc. 21 students or 10.4% emphasized learned customs, 
beliefs, and values, traditions which have grown and 
are handed down. 4 students or 2% saw culture as 
differences and/or way of others. A smaller number of 
6 students or 3%, viewed culture as context, society, 
surrounding. Those students’ focus was on place.  
The above results show that Japanese students, in 
comparison to U.S. and German students, have a strong 
tendency to view culture as place. Also, it became clear, 
that if not taught or learned otherwise, it is not in the 
Japanese students’ conscience to link culture with 
individual or with personality. It was also not possible 
to observe a clear proactive attitude in the students’ 
view of culture that would comprise sharing, 
developing, learning and the handing down of culture. 
 
5.3  Results of the students’ answers concerning 
intercultural 
As mentioned in 1, the term intercultural is used in 
German as interkulturell, same meaning with a slightly 
different spelling to English. In Japanese, the term we 
used in the questionnaire is ibunka (different culture(s)), 
as it was first introduced in the translation of Hall’s The 
Silent Language, and not ibunkakan (between different 
culture(s)). However, given the fact that only in three 
of the twelve Japanese ICC-courses the term ibunkakan 
was used, and that students had spent one entire 
semester learning about intercultural communication, 
we found it appropriate to use the original term, which 
is also the most widespread (Google search engine, 
2,900,000 entries for ibunka, 1,340,000 for ibunkakan, 
May 29th , 2010). 
 
5.3.1  Japanese students 
256 students or 56% saw intercultural as a different 
culture than their own culture, as different values and a 
different way of thinking. Among those students 24 or 
5% stated clearly that they viewed intercultural as 
foreign countries’ cultures or as foreigners and 18 or 
nearly 4% perceived it as a different culture to ‘the 
Japanese’. On the other hand, there were 22 students or 
nearly 5% who pointed out diversity within one’s own 
culture, as well as exchange and communication with 
others. 50 students or close to 11% saw intercultural as 
something of interest, as stimulating and worth 
learning about. In contrast, 33 students or 7% saw it as 
something that disturbs, annoys or is tedious to deal 
with. Another 33 students or 7% saw intercultural as 
something unknown or as an unknown world. 
 
5.3.2  American students 
Two groups of students alone made up for more than 
50%. They were the following: 59 students or about 
28% saw intercultural as interaction/communication of 
or between different cultures, while 55 students or 
26.4% stressed the mixing and combining of two or 
more cultures. 25 students or 12% emphasized that 
intercultural means the awareness and the 
understanding of other cultures. 15 students or 7% 
simply stated “between cultures”, giving only a 
synonym of the term intercultural and 14 students or 
6.8% stressed the relations or what is going on within a 
given culture. Only 13 students or 6.3% saw 
intercultural as different cultures.  
 
5.3.3  German students 
The largest group, 91 students or 44%, saw 
intercultural as some kind of exchange, encounter, 
meeting or contact of two or more cultures, be it in 
person or representing nations or others. They were 
followed by 59 students or 29% who emphasized that 
intercultural is the result of two or more cultures 
meeting, a ‘between-culture’, something ‘different’ 
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from the original cultures, something ‘new’. 14 
students or close to 7% stressed that intercultural 
means awareness, tolerance and competence in ICC 
matters. 9 students or slightly more than 4% 
emphasized that two or more cultures work together 
and 7 students or a strong 3% concentrated on what 
happens when at least two cultures meet – the focus 
being more on the action.  
When comparing the results of the students’ answer 
from Japan, Germany and the U.S. the following 
becomes apparent: a large number of the Japanese 
students viewed intercultural as the other or as other 
cultures, different or in contrast to themselves or their 
own culture. A perspective, which looks at the 




6  SUMMARY, DISCUSSION, AND 
CONCLUSION 
 
The study shows that a number of Japanese 
professors and many of the students still have a strong 
tendency to link ‘culture’ with place (which includes 
areas within as well as outside of the country) and/or a 
society. For a long time, generally culture has been 
seen solely as national culture by society, however, 
there are now also signs which indicate that culture is 
being seen from a more pluralistic viewpoint. On the 
other hand though, it became apparent that although 
each individual has a diverse cultural background, 
subject to the instability and changeability of culture, 
and given that culture is mutually created and shared, 
these factors are rarely held in focus when culture is 
viewed as a whole. In the teaching of ICC, it is 
necessary to not only look at the diverse cultures of 
different areas and /or groups, but also at the variety 
and diversity of individuals within those areas or 
groups, and to show the links and complexity between 
the two. Also, it is necessary to teach students to not 
only see culture from a passive perspective such as 
being learned or handed down, but to also teach culture 
as mutually shared and created and by this to develop a 
more proactive and participating attitude towards 
culture. 
Our study also found that in the teaching of ICC in 
the three countries critical theory has hardly been 
introduced into any of the courses investigated. Neither 
were there many professors who stressed the 
importance of profoundly studying global culture. 
However, in order to improve or tackle problems of 
oppressive relations within society and to tackle the 
bordering character of culture, and in order to 
understand and solve or improve problems which are 
prevalent worldwide, it will be necessary to introduce 
critical perspectives into the teaching method. The 
focus of teaching should not only be on group-culture 
on a micro-level, but also on the shifting of 
perspectives to global culture. 
The result of the students’ questionnaire showed 
clearly that Japanese students strongly linked 
communication with human relations. Concerning the 
term communication, there was a wide gap between the 
concepts held by the interviewed professors and how 
students actually saw this term. This is either due to the 
lack of time allocated at Japanese universities for the 
teaching of communication theory within the education 
of ICC, or the views or perspective held by the 
professors about communication are not transmitted or 
do not reach the students. Therefore, it is indispensable 
to reexamine the position of communication within the 
teaching of ICC. The following should be considered 
for an improved teaching method: The fact that 
Japanese students view communication as an 
indispensable element for building human relations 
should be taken into account. By linking into the 
teaching the experience students have made in human 
relations so far with various communication theories 
would possibly contribute to improving students’ 
understanding of communication. 
In all three countries, nearly all professors based 
their understanding of the term communication on 
already existing theories. Also, in their teaching they 
have the tendency to start by presenting theories. Only 
two Japanese professors referred to the importance of 
starting the teaching of communication by: a) thinking 
about the roots or origin of the human action to 
communicate, b) pursuing what it means for living 
beings to communicate, and c) studying the process 
that took mankind over a long period of time to 
discover methods of coexistence in social groups while 
repeating mutually shared and created/construed daily 
experience. As a teaching method this approach can be 
expected to allow students to understand the human 
action of communication more comprehensively and 
from different perspectives. 
Among the Japanese professors who were 
interviewed only very few professors saw intercultural 
as something that occurs when a difference between 
two sides is felt, for instance, as something that is 
volatile and unsettled. Also, only very few professors 
held a critical perspective and questioned the political 
intention of drawing a line between cultures. From the 
results of the Japanese students’ questionnaire it 
became apparent that they have a strong tendency to 
think that within ICC-courses the focus is placed on the 
differences between oneself / one’s own culture and the 
other / other cultures. This tendency had already been 
pointed out by many professors in the interview. 
Therefore, it is necessary to further promote 
discussions and exchange of information between 
researchers in Japan and abroad. It is also necessary to 
increase trials and further the development of new 
ideas. 
The concepts of the terms intercultural and culture 
held by the professors of the three countries were, in 
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comparison to their concepts of the term 
communication, quite different between the countries. 
Especially, concerning the term intercultural, where a 
great variety of views could be found. This present 
situation shows us that the studies of intercultural 
communication are still at a stage of development or 
developing. Therefore, it is necessary to promote 
discussion and exchange of opinions between 
researchers in Japan and abroad about the above 
mentioned terms and to create a place where awareness 
of the differences can be shared.  
  In addition, it would be most important, at least in 
the field of academic education, to change the term 
inbunka communication, as used at present within ICC 
teaching in Japan. This term is easily misunderstood, 
and would be better, or understood more clearly written 
as bunkakan communication, or bunkakan rikai 
(understanding), which is a truer translation of the 
meaning of intercultural. This would prevent students 
from the danger of focusing solely on other cultures, 
and would at the same time introduce more diversity 
and flexibility into the teaching of ICC in Japan. 
  Furthermore, it is also necessary to: a) teach 
students clearly, that the studies of intercultural 
communication are still developing, and b) by allowing 
the students to compare the various concepts of the 
terms held by researchers worldwide, to make them 
more conscious of the multifarious perspectives within 
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Framing and Action in the policy Process: A Case Study of 








Framing helps us to organize complex phenomena into coherent and comprehensive stories. In the policy process, framing often 
accounts for social conflicts because they differ among actors who are concerned with the same issue. In general, their frames are 
closely related to their own interests. This article, firstly, describes the relationship between interests and actions of each actor, and 
discusses the impacts of framing on the policy process. Secondly, it explores, through a case study of Minamata disease, how each 
actor makes her/his frame of the issue, why the frame is different among actors, and why the frame has an impact on the action in the 
policy process. 























































































































































   
































































































































































































1956 年には人口が 50,461 人とピークに達する。水
俣病が社会問題化していた 1960 年の 15 歳以上の
産業人口のうち、約 4 分の 1 がチッソやその下請
け企業の従業員であった。 
































































県で 2,271 人、生存者は 558 人である(2010










額は約 1,430 億円である(2010 年 3 月末)。 






































保健手帳取得者は 1,222 人である。 







































よる設備資金貸付（5年間、計 100 億円） 
⑤1997年度チッソ子会社に対して行われた技
術開発研究費補助（3年間、計 15 億円） 
(3) 公的債務の負担軽減 









85％（約 270 億円）についての返済免除 
⑩関係金融機関の既往債権(10)のうち、利子分
約 350 億円の債権放棄及び残存債務の無利

















金)は約 1,789 億円(この内 270 億円は返済免除)、
チッソの公的債務の既返済額(元利合計)は約
1,212 億円、残る公的債務返済予定額(同)は約


































与党 PT や国に対して批判が集中した。 
その後、素案には新救済策の内容が盛り込まれ
た他、内容に一部修正が加えられ、9ヵ月後の 2009



























法案の一本化に合意、同法案は、同年 2009 年 7 月





































(4) 水俣病問題の解決に向けた取り組み: 7 条 
 ①救済措置(新救済策)を実施する。 
 ②公健法の認定等の申請に対する処分を促進す 
  る。 
 ③水俣病に係る紛争の解決を図る。 
 ④公健法に基づく水俣病に係る新規認定等を終 
  了する。 
 ⑤救済措置の開始後、3年を目途に救済者を確定 
  し、速やかに支給を行う。 
(5) 公的支援を受けている関係事業者の経営形態 



























(ⅱ)通院で 70 歳以上の人は 15,900 円、(ⅲ)通院






容を和解案と同様とし、同年 5 月 1 日より新救済
策の申請受付を開始した。一方、チッソは翌 6月 4
日に、分社化に向けた特定事業者の指定を環境省
に申請し、同省は約 1 カ月後の 7 月 6 日に指定を
行った。また、チッソは補償金支払や一時金支払
業務を担う水俣病被害者救済支援財団を設立、環
境省は同年 9 月 7 日に同法人を水俣病特措法の指
定法人として指定した。その後、チッソは同年 11
月 12 日に事業再編計画の認可申請を行い、環境省




















































































































































































































































































































































































































知(38)及び 52 年判断条件を通じ一貫している。 
－　 　－
政策過程におけるフレーミング問題と行動選択に関する考察 





②政治解決対象者    <政治救済> 













































































2010 年 6 月 4日、チッソは分社化に向けた「特定
事業者」の指定を環境省に申請した。これに対し、






















































































(会社法 447 条 1 項)、事業会社(新チッソ)への事




法 10 条)。これは、1970 年代初頭に水俣病被害者
やその家族、支援者などが1株株主運動を展開し、






































































































































































































チッソ       
譲歩(協調) 拒絶(対立) 
譲歩 (協調) ①+20,  +20 ②-40,  +40
拒絶 (対立) ③+40,  -40 ④-20,  -20
－　 　－
政策過程におけるフレーミング問題と行動選択に関する考察 















































(2) 地判(1973.3.20)判時 696-15 
                                                                                     
(3) この他、昭和電工の汚染排水によって被害を受けた
新潟水俣病認定患者が 690 人いる。 






















『平成 20 年度版熊本県環境白書』p.78.-79. 
(8) 環境省「第 14 回中央環境審議会総会環境保健部関





月～1990 年 3 月)、浚渫された水銀ヘドロは埋立て処
理され、水俣湾の 58ha が埋立地となった。総事業費
約 480 億円であり、国・熊本県・チッソが負担した。








った 408 億円を言う。 
(11)熊本県(2010: 36-37) 
(12)2009 年 5 月末には、公健法の認定申請未処分件数
－　35　－
永松 俊雄 
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The realities and the possibility of social educational facilities in 
Hokkaido from a point of partnership 
 
Tatsuya MAJIKINA and Akira NAKAJIMA 
 
 
（原稿受付日 平成 22 年 5 月 26 日 論文受理日：平成 22 年 12 月 7 日） 
 
Abstract 
Purpose of this study is to catch the realities of social educational facilities with the residents in 
Hokkaido. The social educational facilities include museum, library, and lyceum, and so on. We did the 
questionnaire survey to 180 municipalities and their facilities. We especially asked the volunteer work 
and surveyed the library in detail. The result of the investigation becomes the following.  
1) The municipality of 30,000 people or less has small introductions of designation administrator system 
to the facilities. 2) In a lot of facilities only, the staff has managed themselves. But there are many 
facilities where the volunteer such as libraries also is working together, too. 3) From point of 
communications between volunteer and the staff, there are the facilities where volunteers are deeply 
related to the facilities management. 4) There are libraries managed well with the volunteer in a not 
large city from point of "number of books /number of volunteers".  
 














































ンティアとして参加する場合がある。   

































































3、有効回答 97 票：回収率 56%）。 
 4 章では、主にボランティア導入の実態を捉える。
調査 3 より把握されたボランティア導入の 105 の
施設に対し、アンケート調査を実施した（調査 4、





















 平成 17 年度社会教育調査より北海道における社
会教育施設の総数を見ると「公民館（584 館）」が
最も多く、次いで「博物館類似施設（236 館）」、「青
少年教育施設（179 館）」となっている（図 2）。 









 HP 調査（調査 2）から、指定管理者制度導入を








れた 16 市町村の事例を図 4 に挙げる。公の施設数
に対する指定管理者制度導入数をみると、札幌市
（188.1 万人）が 75％と高く、小樽市（14.2 万人）
の 35％、網走市（4.2 万人）の 37％と、概ね 4 万
人以上の人口では 4 割以上の導入が見られる。一












数（分類 6）は、人口規模別では（図 5）、「3 万人
以上〜20 万人未満（43 館）」が最も多く、次いで
「1.5 万人以上〜3 万人未満（15 館）」、「20 万人以
上（12 館）」となっている。市民活動団体による運
営施設数（分類 5）では、「3 万人以上〜20 万人未
満（142 館）」が最も多く、次いで「1.5 万人以上〜
3 万人未満（63 館）」、「1 万人未満（11 館）」となっ
ており、「3 万人以上〜20 万人未満」において分類
5、分類 6 の P.S 運営が多い。 
 






















 平成 17 年度社会教育調査では、北海道において
最も高いボランティア受け入れ施設は「図書館
（78％）」で、次いて「博物館（51％）」、「博物館





有効回答数は 79 である。 
 表 3 をみると、全体としては、分類 1 に該当す
る施設が多く、次に分類 2、分類 6 と続く。一方で
分類 3〜5 は少ない。施設種類では「博物館」は分




































変わるだろう。調査 4 より、NPO 法人（分類 6）
による指定管理者施設と直営施設（分類 2〜4）を
比較し、ボランティアの実態を把握する（図 8）。 






























































態を捉える（調査 5、6）。調査 5 より、125 館中 81
館、65％の割合（図 13）でボランティアの受入れ
がある。ボランティア数は、最小 1 名最大 392 名
であったが、全体では図 14 にあるように受入館の
61％が 19 人以下である。ボランティアの職業（複






中 68 館）が最も多く、「図書館イベント」（44 館）、
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How to Discuss Peace with University Students  
-My Education Practice on the Lessons of Peace and Constitution 




(原稿受付日 平成 22 年 5 月 26 日  論文受理日 平成 22 年 12 月 7 日) 
 
Abstract 
This article aims to summarize my lessons of Peace and Constitution focusing on discussions of my students 
on peace. My regular lesson began with a brief lecture on the significance and difficulty of the Pacifism in 
the Constitution, one of the three constitutional principles, in terms of post-war history and cases. The lecture 
is followed by firstly, discussions on some topics with regard to the lecture and secondly, the reading of some 
materials such as Barack Obama’s PRAGUE Speech and “HIROSHIMA NOTE” by Kenzaburo Ooe for the 
purpose of heightening students’ awareness of peace from different perspectives. The first and final lesson 
dealt with current political situations associated with peace on national and international level by a group 
discussion. Although these lessons met with some results, it is by no means easy for me to share awareness 
concerning peace issues with students whose majority seems not to form a habit of extending their interest to 
social issues from private ones.My tentative conclusion of the lessons of Peace and Constitution certainly lies 
in my persistent efforts to seek for the wording to communicate with them.   
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 本授業の履修者が 100 人程度と予想されるため、
2 回に分けて（月曜日と水曜日）開講することとし、













ところ、約 25 名が退出した。 
 初回の授業で、早速グループ討論を試みた。テ
ーマは「2009 年 9 月に成立した民主党中心政権に




























































ば 2009 年 10 月 18 日付の「北海道新聞」の「サ
ンデー討論『給油に代わるアフガン支援は』」を読
んで、インド洋からの海上自衛隊撤退の是非や、
2009 年 12 月 13 日の「朝日」「読売」の両社説を
素材に習近平・中国国家副主席と天皇との会見問
題などを扱った。これらは、比較的まとまった時
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ば、と期待するものである。 
２．１．３．中間課題としての作文 















るものは C としたが、ほとんどは B とし、授業
を通じて深く考えていることが読み取れるもの



































































































































































































































































































































































































































































































































































 - 59 -















































































































年 4 月号 34 頁。 
8）宮台真司『日本の難点』（幻冬舎新書、2009 年）
179 頁以下。 
9）渡辺治『憲法 9 条と 25 条・その力と可能性』（か
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Toward a Cohesive Curriculum of Communicative Language Instruction at 














The English curriculum at Muroran Institute of Technology has gone through many changes over the 
last few years. Many improvements have been seen but there are still parts of it that need refinement. 
This paper looks at a number of areas that will be researched in the hope that the curriculum can 
continue to develop and progress. In particular we look at four areas: reasoning behind the materials 
we use; how we assess materials; creation of an e-learning system; and the Common European 
Framework of Reference. 
 




1 Communicative Language Teaching 
Brian Gaynor 
 
 1.1 Introduction 
 
A (non-English teaching) colleague at this university 
once dismissed the ‘English Communication’ classes I 
teach as merely “fun”, adding that “anyone can teach 
them”. Unfortunately, I suspect he is not alone in 
sharing this dismissive opinion. There seems to be a 
prevailing belief that the ‘English Communication’ 
course in Muroran Institute of Technology is akin to a 
general, all-purpose eikaiwa. Further undermining our 
cause is the related belief that the relaxed and convivial 
atmosphere we strive to create in order to lessen our 
students’ inhibitions about using (and misusing) 
English in the classroom, is in fact mere ‘fun’ and, 
conversely, that ‘real’ learning is a serious, earnest 
affair that permits no amusement.  
This short article is therefore an attempt to dispel these 
unfounded beliefs and explain the nature of 
Communicative Language Teaching (CLT) and its firm 
basis in second language acquisition (SLA) research. 
 
1.2 Communicative Language Teaching – 
Towards a Definition 
 
Communicative Language Teaching is generally 
regarded as an approach to language teaching 
(Richards and Rodgers, 2001) rather than an explicit 
methodology. It is based on the theory that the primary  
 *College of Liberal Arts 
function of language use is communication. The 
organizing principle behind the approach is the need 
for learners to develop communicative competence 
(Hymes, 1971), or simply put, communicative ability. 
In other words, its goal is to make use of real-life 
situations that necessitate communication. 
‘‘Communicative competence’’ was a term introduced 
into discussions of language use and second or foreign 
language learning in the early 1970s (Hymes, 1971; 
Jakobovits, 1970; Savignon, 1971). Competence here 
can be understood in terms of the expression, 
interpretation, and negotiation of meaning, and draws 
upon both psycholinguistic and sociocultural 
perspectives in SLA research (Savignon, 1972, 1997). 
It can be perhaps best defined, following from (Canale 
and Swain, 1980; Celce-Murcia et al., 1995; Hymes, 
1972) as “the ability to interpret and enact appropriate 
social behaviors that require the active involvement of 
the learner in the production of the target language” 
(Brandl, 2007, p. 5). Such a definition encompasses a 
wide range of required learner abilities: the knowledge 
of grammar and vocabulary (linguistic competence); 
the ability to say the appropriate thing in a certain 
social situation (sociolinguistic competence); the 
ability to start, enter, contribute to, and end a 
conversation, and the ability to do this in a consistent 
and coherent manner (discourse competence); and the 
ability to communicate effectively and repair problems 
caused by communication breakdowns (strategic 
competence). 
 
1.3 CLT and Methodology 
 
－　61　－
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As far as theories of learning and effective strategies in 
teaching are concerned, CLT does not adhere to one 
particular theory or method (Brandl, 2007). Rather, the 
approach assimilates theories about learning and 
teaching from a wide range of areas such as cognitive 
science, educational psychology, and SLA. In this way, 
CLT embraces and reconciles many different 
approaches and points of view about language learning 
and teaching, which allows it to meet a wide range of 
proficiency-oriented goals and also accommodate 
different learner needs and preferences. Although this 
methodological flexibility does preclude the 
development of a universally accepted model for CLT, 
there is nevertheless widespread agreement as to the 
core tenets underlying CLT, helpfully summarized by 
Berns (1990, p. 104) as: 
1. Language teaching is based on a view of language as 
communication. That is, language is seen as a social 
tool that speakers use to make meaning; speakers 
communicate about something to someone for some 
purpose, either orally or in writing. 
2. Diversity is recognized and accepted as part of 
language development and use in second language 
learners and users, as it is with first language users. 
3. A learner’s competence is considered in relative, not 
in absolute, terms.  
4. More than one variety of a language is recognized as 
a viable model for learning and teaching.  
5. Culture is recognized as instrumental in shaping 
speakers’ communicative competence, in both their 
first and subsequent languages.  
6. No single methodology or fixed set of techniques is 
prescribed.  
7. Language use is recognized as serving ideational, 
interpersonal, and textual functions and is related to the 
development of learners’ competence in each.  
8. It is essential that learners be engaged in doing 
things with language―that is, that they use language 
for a variety of purposes in all phases of learning. 
Perhaps a further useful addition to this list, as 
suggested by Wesche & Skehan (2002, p. 208), is the 
“use of authentic (non-pedagogic) texts and 
communication activities linked to “real-world” 
contexts, often emphasizing links across written and 
spoken modes and channels”. 
 
1.4 CLT and Task-Based Instruction 
 
For decades traditional methods of language teaching 
have used grammar topics or texts (e.g., dialogues, 
short stories) as a basis for organizing a syllabus. With 
CLT methodologies this approach has changed; the 
development of communicative skills is placed at the 
forefront, while grammar is now regarded as 
subordinate, introduced only as a means of supporting 
the development of these skills. This emphasis on 
communication skills – of learning to use language 
rather than merely learning about language - is based 
on contemporary theories of language learning and 
acquisition, which claim that language use is the 
driving force for language development (Long, 1989; 
Prabhu, 1987). Advocates of such theories (see Pica, 
Kanagy, and Falodun, 1993) suggest that, as Norris et 
al. (1998) put it, “the best way to learn and teach a 
language is through social interactions...[they] allow 
students to work toward a clear goal, share information 
and opinions, negotiate meaning, get the interlocutor’s 
help in comprehending input, and receive feedback on 
their language production. In the process, learners not 
only use their inter-language, but also modify it, which 
in turn promotes acquisition” (p. 31).  
In other words, it is not the text one reads or the 
grammar one studies but the tasks that are presented 
that provide learners a purpose to use the grammar in a 
meaningful context. This gives task design and its use a 
pivotal role in shaping the language learning process. A 
task-based approach to learning implies the notion of 
learning by doing. Such a concept is not just an 
instrumental part of CLT methodology, but has been 
recognized and promoted as a fundamental principle 
underlying learning across all fields of education.  
The task-based approach is based on the theory that a 
hands-on approach positively enhances a learner’s 
cognitive engagement. In addition, as Doughty and 
Long (2003) remind us, “new knowledge is better 
integrated into long-term memory, and easier retrieved, 
if tied to real-world events and activities” (p. 58). 
In research on SLA, the “learning by doing” principle 
is strongly supported by an active approach to using 
language early on. According to Omaggio-Hadley 
(2001), learners should be encouraged to express their 
own meaning as early as possible after productive skills 
have been introduced. Such opportunities should also 
entail a wide range of contexts in which they can carry 
out numerous different speech acts. This, furthermore, 
needs to happen under real conditions of 
communication so the learner’s linguistic knowledge 
becomes automatic (Ellis, 1997). 
 
1.5 Authentic Materials in the Curriculum 
 
One of the more important instructional practices 
promoted by communicative language teaching (CLT) 
is the extensive integration of authentic materials in the 
curriculum. ‘Authentic materials’ refers to the use in 
teaching of texts, photographs, audio-visual media, and 
other teaching resources that were not specially 
prepared for pedagogical purposes (Richards, 2001). 
There are numerous justifications for the use of 
authentic materials. They contain authentic language 
and reflect real-world language use (Richards, 2001). 
In other words, they expose students to real language in 
the kinds of contexts where it naturally occurs. 
Furthermore, they relate more closely to learners’ 
needs and hence provide a link between the classroom 
and students’ needs in the real world. The use of 
authentic materials also supports a more creative 
approach to teaching; that is, its use allows teachers to 
develop their full potential, designing activities and 
tasks that better match their teaching styles and the 
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learning styles of their students. Last, the use of 
authentic materials requires the teachers to train their 
students in using learning strategies early on. These are 
essential skills that support the learning process at all 
levels of instruction (Brandl, 2007, p. 13). 
 
1.6 CLT, Context and Japan 
 
It should be noted that CLT is not a ‘miracle 
methodology’ for teaching English as a foreign 
language. In particular, the implicit focus on teaching 
methodology in CLT comes perhaps at the cost of 
context, of where we teach and where learners learn. 
As Arnold (1999) has noted contextual factors such as 
students’ attitudes, cultural expectations, pedagogical 
styles, etc., “are clearly at least as important as teaching 
method” (Bax, 2003, p. 282). This is a valid criticism 
and has generated a correspondingly large degree of 
debate, particularly here in Japan (Nishino and 
Watanabe, 2008), about what Tanaka terms the 
“cultural appropriateness” of CLT to “Japanese 
educational practices and their associated learning 
patterns” (2009, p. 108). 
Sakai, in a two-year longitudinal study investigating a 
group of Japanese junior and senior high school 
English teachers, found that “In overall actual 
classroom teaching, grammar instruction was central, 
and far more foregrounded than CLT” (2004, p. 157). 
Takanashi has also posited a number of cultural context 
based factors that impede the development of 
communication proficiency amongst Japanese students. 
She cites large class sizes at all levels of education, 
teaching methods constrained both by teachers 
preferred pedagogical approaches and the necessity of 
exam preparation, limited teaching time, and, 
somewhat subjectively, the influence of Japanese 
intercultural communication styles on learners adoption 
of a CLT methodology.  
The aim, therefore, must be to strike the appropriate 
balance between CLT on the one hand, and what our 
students consider appropriate pedagogy. As Tanaka 
notes “CLT postulates that teaching is learner-centered, 
and teachers should be responsive to learners’ needs 
and interests; it is also crucial for teachers to 
understand the concept and principle of CLT and to 
adapt their teaching in culturally appropriate ways” 




CLT does not promote one standardized method or 
curriculum, but is eclectic in its approach. ‘Eclectic’ 
here is not a synonym for ‘easy’ or even, as my 
colleague would have it, ‘fun eikaiwa’. Rather, as 
Brandl puts it “being eclectic means it promotes the 
best or most effective techniques or methodologies” 
(2007, p. 22) to which one can add, following from 
Tanaka (2009), ‘are the most culturally appropriate to 
the learner’s situation’. Relatedly, it needs to be 
understood that the teacher’s choice of techniques and 
learning tasks is not an arbitrary decision, but is firmly 
grounded in theories of learning, motivation research 
(see Johnson, this article), second language acquisition 
research, and educational psychology.  
Perhaps CLT’s greatest strength is the fact that it is not 
an inviolable process like those found in the fields of 
science and engineering, but rather is a flexible and 
constantly evolving approach, open and receptive to 
innovations and changes in methodology such as the 
rapid rise of e-learning in EFL (see Hagley, this article), 
or the use of ideas from the Common European 
Framework of Reference for Languages as a means of 
developing learner autonomy (see Graves, this article). 
As the teachers tasked with the implementation of CLT, 
we are constantly seeking ways to accommodate these 
changes in ways that best afford our students the 








 Regardless of educational context, the selection of 
instructional materials is an ongoing concern for a great 
number of teachers. Most teachers have experienced 
the rewards and satisfaction of working with a 
particularly effective textbook or set of instructional 
materials, or, alternatively, suffered through the agony 
of struggling to overcome, supplement or rewrite 
materials that don’t quite fit the educational objectives 
of a particular class. Of course, instructional materials 
play an important role in the communicative classroom. 
As the primary focus of the communicative approach is 
to “…promote the development of functional language 
ability through learner participation in communicative 
events” (Savignon, 1991), the role of instructional 
materials in facilitating this participation is of 
particular importance. Unfortunately, students both 
carry with them, and later develop, particular affective 
states which, while not present in other academic or 
social situations, arise in foreign language learning 
contexts and inhibit the degree to which they embrace 
communicative activities in the classroom (for more on 
state motivation and anxiety see Brophy, 1983; 
Horwitz, Horwitz, & Cope, 1991; 1986). One goal of 
the research project described in this paper is to discern 
the effect of instructional materials on one particular 
affective variable, language learning motivation. While 
assumptions are often made regarding which types of 
materials motivate students, little empirical research 
has been conducted in this area. To address the dearth 
of research in this area, a study will be proposed which 
will attempt to systematically measure the effects of 
materials on language learning motivation by drawing 
upon approaches and instruments from language 
education and instructional design theory. It is hoped 
that this inquiry will result in improved materials 
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evaluation in the communicative English classes at 
Muroran Institute of Technology. 
 
2.1  Instructional materials and motivation 
 
With the recent shift of language learning motivation 
research toward the learner, the classroom context has 
taken on new importance. This has resulted in 
instructional materials emerging as an important 
prospective area of inquiry. In an examination of 
individual differences in language learning, Skehan 
(1990) observed that while the socio-psychological 
approach pioneered by Gardner  (Gardner, 1985; 
Gardner & Lambert, 1972) was invaluable in 
establishing motivational theory and research 
methodologies, it was ultimately of limited 
applicability to classroom research. He suggested that 
longitudinal, “as well as more open-ended and 
ethnographic techniques may need to be used to 
address such issues as materials and satisfaction with 
materials, or the basis for expectations about student 
success” (p.286). Crookes and Schmidt (1991) likewise 
called for a more complete analysis of motivation that 
would examine the phenomenon at micro, classroom, 
syllabus, and informal (out-of-class/long-term) levels. 
Included at the classroom level is the need to examine 
areas such as preliminaries, activities, feedback, effects 
of students’ perceptions, and materials. Dornyei (1994) 
developed a comprehensive language learning 
motivational model that integrates micro and macro 
characteristics of motivation into a three-tired 
framework. The three tiers consist of a language level 
(consisting of integrative and instrumental subsystems), 
a learner level (consisting of learner needs and self-
confidence), and a learning situation level (consisting 
of course-, teacher-, group-specific motivational 
components) (p.279-280). The course-specific 
motivational components concern the syllabus, 
teaching materials, teaching methods, and the learning 
task, and like Crookes and Schmidt (1991), Dornyei 
sees these classroom components as being centered on 
four conditions: interest, relevance, expectancy and 
satisfaction. 
While instructional materials play an important role in 
the above frameworks and models, there has been little 
second language motivational research which explicitly 
examines their effect on motivational intensity and 
learning behavior. In a number of broader studies 
instructional materials have been identified as one of 
many motivating, or demotivating, factors in the 
classroom (Chambers, 1998; Falout & Maruyama, 
2004; Gorham & Millette, 1997; Sakui & Gaeis, 1999). 
However, only Peacock’s (1997) study focuses 
exclusively on the motivational impact of materials in 
the classroom. In the study, Peacock examines the 
impact of authentic versus artificial materials on 
student motivation. Interestingly, he found that while 
students reported authentic materials to be less 
interesting than artificial materials, they were 
nonetheless more motivated by them due to their 
authenticity. Peacock’s research design, combining 
short interviews, class observations, and questionnaires, 
represents an eclectic mixed-method approach that 
effectively sheds light on the motivational impact of 
instructional materials from a variety of perspectives. 
  
In other areas of education, the motivational impact of 
instructional materials has received more prolonged 
and specific attention. Keller’s work in instructional 
design has resulted in a systemic approach for 
evaluating and designing instructional materials (Keller, 
1979, 1983, 1987b, 1987c). Keller’s early work (1979, 
1983) established a “Model of Motivation, 
Performance and Instructional Influence” (1983, p. 27) 
based upon an expectancy-value framework. 
Accompanying this was the “Model for Designing 
Motivational Instruction” (1983), a four stage model 
that moved recursively through analysis, design, 
implementation and evaluation stages. At the core of 
the design stage were four categories of instructional 
design, interest, relevance, expectancy and satisfaction. 
These were later adapted as elements in Crookes and 
Schmidt’s (1991) research framework, and the course-
specific components of Dornyei’s (1994) motivational 
model. Drawing on the foundation of his earlier 
research, Keller developed the ARCS Model of 
motivation (Keller, 1987a), which described students’ 
motivation to learn in terms of four characteristics: 
attention (for arousing and sustaining curiosity and 
interest), relevance (strategies that link learners’ needs, 
interests and motives), confidence (strategies that help 
students develop a positive expectation for successful 
achievement), and satisfaction (strategies that provide 
extrinsic and intrinsic reinforcement for effort) (Keller, 
1987c; Small, 1997). Using this model as a base, Keller 
developed the Instructional Materials Motivational 
Survey (IMMS) (Keller, 1987a), a thirty-six item 
Likert scale survey measuring the attention, relevance, 
confidence and satisfaction components of instructional 
materials. Providing a systemic means for evaluating 
the variety of cognitive areas now targeted in language 
learning motivation research, it represents an ideal 
means for assessing instructional materials in the 
language learning classroom.  
 
2.2  Japanese engineering students and language 
learning motivation 
 
A wide variety of studies have been conducted into 
language learning motivation in Japanese university 
students. The results of these studies have varied 
depending largely on major and year of study of the 
students examined. Japanese university students have 
been found to posses a range of motivational 
orientations (instrumental, integrative/international, 
intrinsic, and extrinsic), as well as demonstrating 
demotivation, foreign language classroom anxiety, low 
self-esteem and negative self-appraisal (Burden, 2002; 
Falout & Maruyama, 2004; Matsuda, 2004; O'Donnell, 
2003; Warrington & Jeffery, 2005; Yamashiro, 2001). 
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Studies concerning Japanese engineering students have 
found them to be more extrinsically and instrumentally 
oriented than students in other majors, and to have 
negative impressions of the role of English instructors 
in the learning process (Kimura, Nakata, & Okumura, 
2001). Engineering students have also demonstrated 
high levels of demotivation, with more highly 
proficient students attributing this demotivation to 
external factors, and students with lower proficiency 
demonstrating internal attributions. (Falout & 
Maruyama, 2004). A recent exploratory study (Johnson, 
2010) found that Japanese engineering students’ 
English learning motivation fluctuated over the 
duration of their academic careers, with a distinct u-
shaped curve spanning the third year of high school 
with the third year of university. Positive and negative 
fluctuations were attributed to the classroom 
environment (both teachers and materials), while low 
levels of self-efficacy and a general dislike for English 
were found to negatively affect motivation. Students 
indicated that their motivation increased when they 
experienced success in the classroom, and that both 
academic credits and the possibility of using English in 
future careers, had a positive influence on motivation.  
 
2.3 A prospective examination of instructional 
materials 
 
In order to assess the effect of instructional materials 
on learner motivation, a classroom-based study has 
been designed for administration later this year. This 
study will employ both qualitative and quantitative 
research methods in an experimental study examining 
the effect of different genres of instructional materials 
on motivational intensity. The methods will be 
employed using a within-subject/repeated measures 
experimental design where a single group of 
participants will be studied, and the independent 
variable (in this case instructional materials) will be 
manipulated to ascertain its effect on the dependent 
variable (motivation). The study will be carried out 
over a single semester in an English communication 
class, and will involve the rotated use of general 
English as a Foreign Language (EFL) and English for 
Specific Purposes (ESP) instructional materials. 
Between weeks 1 and 14 of a fifteen-week semester 
students will be taught with general EFL materials on 
weeks 2, 4, 6, 8, 10, and 12, and then with ESP 
materials on alternating weeks 3, 5, 7, 9, 11, and 13. 
Students’ reactions to the materials used over the 
duration of the semester will be measured weekly with 
brief post-class questionnaires containing semantic 
differential scale items (adapted from Gardner 1985), 
and then at the conclusion of the semester by means of 
an adapted version of Keller’s IMMS (Keller, 1987a), 
and semi-structured interviews. It is hoped that the use 
of a mixed method approach will result in data with 
sufficient breadth and depth to provide insight into the 
relationship between materials and motivation in 
language learners, and that this information will be 
used by teachers at Muroran Institute of Technology to 
evaluate instructional materials used in communicative 
English classes. Ultimately, it is hoped that will result 
in improved teaching and learning outcomes at this 
institution.  
 




 It is often not obvious how e-learning can be related 
to communicative language learning. Someone sitting 
at a computer is not generally seen as someone 
communicating. However e-learning has much to offer 
the student in a communicative language curriculum. 
This section will outline some of the means in which 
incorporating e-learning into a communicative 
curriculum can benefit students. 
 
3.1 Tools that are available 
 
Perhaps the most obvious use of e–learning in an 
English as a Foreign Language (EFL) context is in 
improving the passive skills of reading and listening. 
With the advent of the World Wide Web (WWW) 
anyone with an Internet connection now can have 
access to an enormous amount of information in a 
variety of forms. Text documents and web sites are still 
the most common but recently audio and even video 
content is often used in educational settings. Teachers 
can find content that is suitable for their students on the 
WWW or create it and upload it to the WWW. 
Students can then access it from wherever and 
whenever they like. Language learning and acquisition 
requires input and in this way students have 
dramatically increased access to a large variety of input. 
In addition to the WWW there are numerous software 
packages that offer students more intensive practice in 
the form of drills too. 
In the last two years with the development of web 2.0 
systems such as blogs and other user generated content, 
the productive skills of writing and speaking can also 
be activated via e-learning.  Students can rightly feel 
they have a real audience to which to write when they 
know the material they are writing will go on a blog 
that is open to the world. This is the same for audio and 
video blogs and sharing sites as well as social 
networking ones. Of course a teacher can create pages 
that only allow certain people to view content as well if 
privacy concerns are raised. 
The previous two paragraphs have focused on 
asynchronous uses of computers and the WWW. 
Synchronous use of e-learning tools increases the 
communicative aspect of said learning. It becomes real 
time communication. There are now many studies that 
note Computer Mediated Communication (CMC) is a 
beneficial means of interaction (Warschauer, 1997; 
Swaffar, 1998). Tools such as chats or messenger 
software are examples of synchronous text 
communication. Audio and visual applications have 
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also become popular. Programs such as Skype, Google 
phone and many other voice over internet protocol 
(VoIP) systems allow free audio and video 
communication. DimDim is an example of how you 
can have a full conference or class online combining 
audio, video, text and other multi media components - 
all of this in real time. Synchronous options do require 
more powerful computers and faster Internet 
connections to work well though, something that many 
developing countries still don't have. The most recent 
option is something called “Second Life” where you 
take on a persona in the form of an avatar and move 
around virtual worlds meeting other avatars. In so 
doing you have to cover the whole gamut of 
communicative competencies albeit in an unreal world. 
 
3.2 Management of the Tools 
 
From the previous summary we can see that there are 
many tools that are available to the EFL teacher. 
However the teacher requires a means in which to 
organize and manage the tools that are available and 
put them into a format such that students can easily see 
what to use, how to use it and why it is useful. There is 
a number of Learning Management Systems (LMS), 
sometimes also called Course Management Systems 
(CMS), available. The most famous proprietary one of 
these is Blackboard. There are other open source ones 
available with one of the more common ones being 
Moodle. Moodle is the LMS that Muroran Institute of 
Technology (MuroIT) has adopted and it is this system 
that will be discussed. 
Moodle, as outlined on its web page is “a software 
package for producing Internet-based courses and web 
sites. It is a global development project designed to 
support a social constructionist framework of 
education... the word Moodle was originally an 
acronym for Modular Object-Oriented Dynamic 
Learning Environment.” There are different modules 
that make up Moodle hence the term “modular”. There 
are many standard ones such as the forum, wiki, text 
resource, chat and quiz module. The term “object-
oriented” could be said to mean that the object of our 
teaching is of course our students and their learning. 
We teach them, and Moodle helps us to do so. Moodle 
is “dynamic” in that the course is always evolving, 
always changing with teacher input, but more 
importantly student input and interaction. It is through 
this that the “learning environment” is created. Many 
of the tools outlined in section one are part of the 
Moodle package. Most of the others can be 
incorporated into a course or links to them shown. 
There are also third party modules and add-ons that 
ensure Moodle can be tailored to the needs of the 
teachers and students using it. 
Via the forum module asynchronous interaction can 
easily take place in both the spoken and written form. 
By using many of the other resources available, the 
listening and writing skills can be taught, practiced and 
tested. At present, testing of the communicative aspect 
of the Moodle platform is being carried out in a number 
of ways at MuroIT. Online communication is taking 
place as follows: Japanese to Japanese interaction, 
Japanese to other EFL students in various countries, as 
well as Japanese to native speakers of English who are 
studying Japanese. Initial reaction from students varies 
from great interest in the projects to unhappiness at the 
increase in workload, though this is not particularly 
great. Feedback from online questionnaires is generally 
positive regarding this interaction. In addition there is 
positive sentiment shown toward the fact students have 
access to a greater range of listening and reading 
materials than a simple textbook can provide. Another 
positive area is that students receive immediate 
feedback from the assessment tools that are employed 
in Moodle such as the quiz and lesson modules. In 
short, the Moodle platform allows students to easily 
communicate with each other, with students in other 
countries and with the teacher outside the classroom. It 
also gives students access to, and the ability to interact 
with, various multimedia thus increasing their exposure 
to a variety of types of language input as well as 
offering them an audience for output. 
 
3.3 Planning an e-learning System for 
Engineering Students at Muroran Institute of 
Technology. 
 
It is important to stress from the outset of any e-
learning plan that you cannot replace a teacher with a 
computer. E-learning is a tool that can be used by 
teachers to: assist in the delivery of content to students; 
allow students to review material that has been covered 
in classrooms; be a medium for interaction between 
students and/or teachers; be a content source. No 
matter how well organized, it can never take over 
completely the role of guide and mentor that the 
teacher maintains. However, there is a growing body of 
research (Warschauer and Healey 1998; Wiburg and 
Butker Pasceo, 2002; Bax and Chambers, 2006) that 
suggests effective use of e-learning enhances students' 
ability to acquire and use a foreign language (FL). This 
is the reason e-learning is becoming popular.  
As with any curriculum change, development of any e-
learning program should begin with an understanding 
of the students' needs and be carried out whilst teachers 
are being trained. To this end, MuroIT has created a 
number of online tutorials for teachers to familiarize 
themselves with the LMS to be used, namely Moodle. 
They need to create Japanese versions of these also. As 
outlined earlier in this paper, students' needs are also 
being surveyed in ways such as questionnaires to future 
employers and pilot courses with present students.  
In addition to and from this development, materials 
need to be designed and created. To a certain extent 
this has been taking place and the pace and breadth of 
this should increase as teachers become more familiar 
with the LMS and the material that is already available. 
Communication partners for any CMC projects that 
will be carried out have to be organized. The pilot 
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projects that are taking place presently are the basis of 
relationship foundations between teachers that will take 
part in the future. These will need to be strengthened as 
at present the number of teachers involved in 
participating countries / sister schools is not enough to 
ensure all our students have access to this powerful tool 
for communication. Finally, a quality control system 
needs to be put in place to ensure the materials and 
methods used are appropriate. Moodle's item analysis 
feature in the quiz module is one tool that can be used, 
but ongoing analysis of the materials used and student 
feedback is an essential part of any e-learning program. 
 
3.4 Conclusion to this section. 
 
There are many applications for computers and 
technology in and outside the EFL classroom. With 
quality online materials and access to CMC, e-learning 
can be a very useful tool to assist students in their quest 
to acquire communication skills in English. Through 
the development of an e-learning system at MuroIT we 
hope to ensure our students have a top quality e-
learning system that will complement the work 
teachers do throughout the curriculum.  
 
4 Identifying Students' Levels of English 
Competency:  Towards a Unified System of 





Introducing the Common European Framework of 
Reference (CEFR) and Language Portfolio (LP) to 
Japanese university English classes would promote 
motivation, self-awareness and reflective learning in 
learners.  It would also help provide a model to 
educators for developing a coherent English curriculum. 
 
4.2 CEFR and LP 
 
In November 2001, the European Union Council 
Resolution proposed implementation of CEFR(the 
Common European Framework of Reference for 
Languages: Learning, Teaching, Assessment) to 
provide a method of assessing and teaching. CEFR 
applies to all languages in Europe and, as UNIcert, to 
languages of other countries. CEFR divides language 
proficiency into three broad divisions, each with two 
sub-divisions:  
Basic User - A1 and A2 
Independent User -B1 and B2 
Proficient User: C1 and C2  
This simple scale is readily understood by non-
specialists and provides teachers and curriculum 
developers with helpful reference points. A self-
assessment grid presents a more detailed summary of 
particular skills. Learners can use the grid to profile 
their acquired language skills. Each level comes with a 
checklist of detailed descriptors in order to further self-
assess one’s level of proficiency. For example, the grid 
for a B1 (an independent) learner looks like this: 














Listening I can understand the main 
points of clear standard 
speech on familiar matters 
regularly encountered in 
work, school, leisure, etc. I 
can understand the main point 
of many radio or TV programs 
on current affairs or topics of 
personal or professional 
interest when the delivery is 
relatively slow and clear. 
 
Reading I can understand texts that 
consist mainly of high 
frequency everyday or job-
related language. I can 
understand the description of 













I can deal with most situations 
likely to arise whilst traveling 
in an area where the language 
is spoken. I can enter 
unprepared into conversation 
on topics that are familiar, of 
personal interest or pertinent 
to everyday life (e.g. family, 




I can connect phrases in a 
simple way in order to 
describe experiences and 
events, my dreams, hopes and 
ambitions. I can briefly give 
reasons and explanations for 
opinions and plans. I can 
narrate a story or relate the 
plot of a book or film and 








Writing I can write simple connected 
text on topics, which are 
familiar or of personal 
interest. I can write personal 
letters describing experiences 
and impressions. 
Council of Europe Portal. Intranet 2000 
(http://www.coe.int/) 
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The LP, or Language Portfolio, was developed by the 
Language Policy Division of the Council of Europe in 
1998-2000 and launched in Europe during the 
European Year of Languages in 2001. Its main purpose 
is to support plurilingualism and pluricultularism. It is 
a document “aimed to help language learners to keep 
track of their language learning and record their 
language learning achievements and experiences” 
(Teacher Manual, Language Portfolio for Japanese 
University, 2009). So far 103 models of ELP (English 
Language Portfolio) have been accredited by one 
agency—the European Language Portfolio Validation 
Committee. The ELP models come from various 
European languages, and its age groups range from 
children, students in lower secondary education (11 to 
15 years old), to adult learners. The portfolio consists 
of three parts—Language Passport, Language 
Biography, and Dossier (http://www.coe.int/T/DG4/ 
Portfolio/?L=E&M=/main_pages/levels.html). 
The ELP is a more recent CEFR development, and it 
refines the concept of intercultural competence. Zarate 
(2003) points out that language teaching needs to 
overcome the duality of comparing and contrasting 
one’s own and foreign/target language and culture. 
Instead, a common ground needs to be developed with 
the language learner as "a social actor interacting with 
other citizens in multilingual situations on equal 
terms." She adds that the first step to accomplishing 
such mediation is the elimination of old conflicts: 
traditional polarities, historical biases, cultural 
stereotypes, etc.  Although Zarate's observations and 
conclusions pertain to European states, her argument 
about the duality of language teaching applies to other 
countries as well. Looking at just one aspect of the 
duality of foreign language teaching: language versus 
culture, we could see how we, educators, must work 
together on clarifying the objectives. “If language is 
seen as a social practice, culture becomes the very core 
of teaching. Cultural awareness must then be viewed 
both as enabling language proficiency and as being the 
outcome of (…) the language proficiency.” (Kramsh, 
1993) 
One part of the Language Passport is a self-assessment 
grid—a Can-do checklist based on the scales offered by 
CEFR.  The learner can assess his or her listening, 
reading, spoken interaction, spoken production and 
writing skills. Besides acknowledging one’s own 
current level of proficiency, learners can set learning 
goals and monitor their progress. A completion of all 
the tasks in the checklists is not necessary to achieve a 
particular level. For instance, an ability to perform 
about 80% of the tasks for level A-2 spoken interaction 
means that the learner has achieved that level in terms 
of the self-assessment grid in LP. A grid for level A-2 
speech interaction includes such tasks as: “I can handle 
short social interactions if people help me,” “I can 
participate in short conversation in routine contexts on 
topics of interest,” “I can say what I like, dislike, agree 
or disagree with people, and make comparisons,” “I 
can handle a telephone call (e.g. say who is calling, ask 
to speak to someone, give my number, take a simple 
message),” etc. More tasks can be specified and added 
by the learner. The self-assessment gives learner a 
sense of accomplishment, a look back at progress made 
and a perspective of goals yet to achieve. A student can 
feel more in control of his or her learning, take more 
responsibility for own goals and accomplishments, and 
gain motivation to learn more. 
 
4.3 CEFR in AGH 
 
Technical universities in Europe have been adjusting 
TOEFL and TOEIC scores to the CEFR levels and 
defining minimally acceptable language levels for 
graduating students. For example, a graduating 
engineer in France needs to have at least a B-2 level of 
English knowledge, which corresponds to a TOEIC 
score of 750 (News TOEFL, 2006). 
Poland, France, and 46 other countries belong to the 
Bologna Process, a group that seeks to make academic 
degrees across Europe more compatible. The AGH, 
University of Science and Technology in Poland, with 
a total of 33,419 students (2008), adopted the Polish 
Ministry of Education recommendations for CEFR in 
2008. In March 2010, I interviewed Janusz Szczygieł, 
an associate director of the AGH's Language Institute.  
AGH students took at least one foreign language in 
high school. Most of them know it on the B-1 level, 
about 20 - 30% on B-2 level, and 10% on C-1 level. 
According to Szczygieł, compared to other English 
language skills, writing seems to demonstrate the most 
evident problems with grammar competency. 
According to the Ministry's guidelines, students of the 
first degree studies (studies leading to a Bachelors' 
degree) in their second or third year take an exam in a 
foreign language at CEFR level B-2. The titles of the 
courses include the CEFR level they aim to achieve—
for example, "English B1". Each course is worth one 
point, or credit.  In order to graduate, students need to 
complete four courses (last, fourth point, obtained after 
passing the B2 exam). Similarly, at the Muroran 
Institute of Technology students need eight credits in 
English, or completion of four English courses.  
The foreign language coursework, including English, 
starts in the second year of study at AGH. As a 
culmination of coursework, after the third year of study, 
all students take General English exam at level B2. 
Successful completion of the exam awards each student 
with one credit. It is noteworthy that during the two 
years leading up to the exam, teachers focus on 
meeting CEFR objectives for B2 level, namely General 
English with elements of Office English, Business 
English and Academic English, and there is no time to 
introduce technical English. Technical English courses 
are offered, but as of now only on elective basis, and 
only to students of graduate school. The AGH’s 
Language Institute educators plan to add Technical 
English courses to compulsory coursework for 
undergraduates who completed the B-2 exam.  Such a 
plan assumes that students should have a sound grip of 
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General English before proceeding onto more 
specialized English courses. 
AGH students' motivation to learn languages is high. It 
is a general understanding that knowledge of foreign 
languages are needed both in the future professional 
life, as well as outside a job, but it does not always 
apply to individual student's effort. Thus, the problem, 
says Szczygieł, boils down to transference of very 
positive attitudes students express verbally towards 
learning into actual student performance. 
A discrepancy in the levels of foreign language 
acquired in high schools coupled with the AGH 
university decision, made for economic reasons, to start 
the coursework from the second year also becomes a 
concern of the language teachers at the AGH Language 
Institute.   
 
4.4       CEFR in Japan 
 
While CEFR was taking shape in Europe, things were 
happening in Japan. In 2000, the Japanese Ministry of 
Education summoned the Committee to Promote 
Revision of English Education to speed reform. A year 
later, the Committee proposed changes spanning 
elementary, secondary and university education and 
covering areas such as curriculum recommendations to 
teacher training. High schools that were willing to go 
beyond the prescribed curriculum received subsidies 
for development of new English programs. Such 
innovative programs use computer technology in 
teaching, host exchange programs with foreign schools, 
and increase content classes in English, ultimately 
producing better speakers. 
A significant result of the committee's report was the 
strategic plan to educate “Japanese who can use 
English”. Out of the four directives, the first is of most 
concern here: "to research the relationship between the 
objectives noted in the Course of Study and the actual 
state of English education, and to research the 
possibility of using 'standardized tests' to measure the 
proficiencies specified in the Course of Study”. The 
research group, which works on this particular task, 
examines what is taught in English classes; whether the 
objectives are realized, and how much English students 
are actually capable of producing using “Can-Do" 
criteria (Yoshida, 2003), reminiscent of CEFR “Can-
do” lists. 
Although many educators recognize that the education 
system needs to respond to internationalization, some 
Japanese bureaucrats resist abandoning national 
perspective. Conversely, the European slant of the 
CEFR needs to be adjusted to context of contemporary 
Japan, where Buddhist concepts of "no-self" and "fluid 
identities" still have their realization (Parmenter, 2003).  
With regard to high school education, Yoshida (2003) 
warns, that "with over 6,000 Assistant Language 
Teachers (...) representing not only native Englishes 
but also (other) western culture as being the ideal 
models for the Japanese to emulate", educational 
objectives should resolve what model of English 
should be taught. However, the debate on what type of 
English is most desirable should not come before what 
exactly students need to know to become effective 
English users. 
In 2009 JALT Forum in Shizuoka was devoted to use 
of the CEFR and ELP in Japanese universities. What 
follows is a summary report on its main presentations. 
In 2006, the Keio University Research Center for 
Foreign Language Education began a five-year 
research project sponsored jointly by Keio University 
and the MEXT (Ministry of Education, culture, sports, 
Science and Technology). 'Action Oriented Plurilingual 
Learning Project' (AOP), promotes autonomous 
learning of multiple foreign languages. It calls for 
development of a learning and assessment framework 
based on the CEFR and a Japanese version of the ELP 
to be implemented by language teachers in Keio  
University departments in order to provide “continuity 
and transparency of foreign language education at all 
levels of the Keio University education system”. 
(Atobe et al. 2009) 
In her report on the ongoing use of CEFR and portfolio 
use in university classes, Yoko Sato points out that 
most learners responded positively, especially to task-
specific checklists that allowed them to see their 
progress throughout the semester while at the same 
time motivating them to learn. The self-monitoring 
allows students to control their learning process and 
makes it more meaningful.  
Ibaraki University’s Noriko Nagai discusses Can-do 
lists based on CEFR and how by sharing them English 
teachers have a common reference when discussing 
curriculum development. She sounds enthusiastic about 
the lists, calling them tools for class design and models 
"for achieving specific outcomes (...) in developing a 
coherent English curriculum." 
The participants of the JALT forum hope that educators 
become aware of the practical uses of CEFR and ELP, 
since not all are fully aware of how to implement them 
in classes. In his influential paper, “Language learner 
autonomy and the European Language Portfolio: Two 
L2 English examples” (2009), David Little points out 
that the Council of Europe's ELP, with the CEFR and 
Can-do lists, is capable of supporting the 
implementation of language learner autonomy on a 
large scale. He supports the European Language 
Portfolio and explains how it can stimulate reflective 
learning in which goal setting and self-assessment play 
a central role. He concludes by giving two practical 
examples that involve the learning of L2 English in 
Ireland – one case involving adult immigrants with 
refugee status and the other with newcomer pupils in 
primary schools. 
The significance of the Common European Framework 
for Languages is already well established. It is 
influential in developing teaching materials, assessment 
tools and curricula. Nonetheless, the context in which 
language teaching and learning takes place is 
constantly changing and the need to develop the 
－　 　－
Brian GAYNOR, Ewa GRAVE, Eric HAGLEY, Michael JOHNSON 
 
- 70 - 
Framework with respect to the clarification of 
'intercultural competence' is evident.  
For the CEFR to work in Japan, it needs to be adjusted 
to the Japanese context with recognition of 
internationalization from a more East Asian perspective. 
The Asian concept of group consensus versus 
individualism might interfere with soundness of 
student’s self-assessment - a student may hesitate to 
acknowledge his or her accomplishments, for instance.  
Nevertheless, having a uniformly recognized 
framework for learning and teaching languages and 
intercultural competence goes beyond language 
teaching; it has political and ethical implications. Thus, 
teaching of languages compromises a social activity 
(Byram, 2003) of major significance in the 
contemporary world. 
 
4.5       CEFR at the Muroran Institute of 
Technology 
 
Thanks to the efforts of Professor Krause-Ono, since 
2008 in German classes and 2009 in Russian and 
Chinese classes, teachers have been using CEFR-based 
Can-do lists. The teachers of foreign languages other 
than English strive for uniform objectives that can be 
included in common syllabi and evaluated in a similar 
way. Self-assessment Can-do lists made their 
appearance in classes of English teachers such as Eric 
Hagley. Students were asked to report their progress in 
class online during the 2008 semester.  
It is perhaps fair to place Muroran Koudai’s first year 
students’ English level at A1, specifically for speaking. 
With that in mind, we, the English teachers could set 
the objectives of the first year speaking course, now 
titled “English A”, to fit the level A2 of the CEFR. 
Since each level comes with guidelines of what 
students should be able to do, objectives naturally 
become points of the assessment at the end of the 
course. It is, understandably, a matter of years to come 
and right now a tentative plan that English teachers and 
curriculum development groups need to discuss. CEFR 
is still a novelty and not everybody knows how it can 
be used in practice. However, having uniformity of 
objectives, or deciding in advance what exactly is to be 
accomplished by students by the end of each course, is 
a worth cause. We educators need CEFR for the 
comprehensive and compatible English education 
program at our university.  
This spring semester, the students in my English 
Communication class were given Can-do lists to 
evaluate each other on free speech production. They 
spoke in English for two minutes on one of three 
topics: Free Time, Food, Family. Most third year 
university students have studied English for eight years. 
Unfortunately, the main weakness of Japanese English 
education prevented most of them from developing 
above the A1; while students' multiple choice test 
taking skills in grammar are developed well, they have 
difficulties with communicating their thoughts in 
speaking and writing. If CEFR becomes a widely used 
reference in Japan, a more rounded English user is 
more likely to emerge from high school and from 
university.  
In the most recent development, the English 
department agreed to hold a series of workshops on 
CEFR and other curriculum development tools in order 
to create a uniform system of objectives and 
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